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Abstract
This is a sequential explanatory mixed-methods study of teachers’ professional
development experiences within two Educational Service Agencies in the northeastern part of the
United States. It examines how much and what types of professional development teachers
receive, and the factors that contribute to school leaders’ decisions for offering professional
development and teachers’ decisions for participating in professional development. The study
was based on what the field knows about the characteristics of effective professional
development, and the lack of comparison between those traits and what we know about current
professional development practices.
The study is composed of multiple phases, which include the analysis of a secondary data
set provided by the two Educational Service Agencies. The data set provides four years of data
regarding professional development offerings in two regions of the state and was analyzed for
trends and patterns related to the types and amounts of offerings. This data informed a
subsequent phase in which I interviewed 28 school leaders and teachers about their professional
development experiences and decision-making.
I used a deductive coding approach to review the data and develop my findings. The
findings are presented as a descriptive narrative of the data, augmented with tables and figures.
Several themes emerged from the data that helped answer four questions: 1) How much and in
what types of professional development do teachers participate? 2) What factors influence the
professional development that is offered to teachers? 3) What factors influence the professional
development that teachers choose to take? 4) How do school leaders and teachers talk about
professional development? A key idea emerges that a universally-accepted definition or typology
of professional development does not exist. Implications for future research, regulations and

policy, and professional development facilitators’, school leaders’, and teachers’ practice are
discussed.
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Chapter 1: Introduction
Standing in front of the buffet, Juliette surveys her options: meatloaf...ew... that does not
look appealing; carved turkey...last week was Thanksgiving, she has no appetite for turkey; three
different types of pork: chops, loin, and ham.... maybe a bit of loin...ooh, wait, the ham is in a
maple glaze. She decides the ham will do, plops a chunk on her plate, and moves on to the side
dishes. There are plenty of options for potatoes, but au gratin is her favorite, and they are being
offered. Unfortunately, she has no such luck with her vegetable choice; the only vegetable on the
buffet at the moment is beans, so it will have to do. As she takes her plate to her seat, she arches
her neck to get a look the deserts, and her eyes widen as she spots chocolate cake and crème
brulee—it will be a tough decision.
Juliette’s experience at the buffet she visited is not much different from the buffet of
professional development offerings her principal offered at their last faculty meeting. With a
professional development day scheduled for the next day, Juliette’s principal distributed a
schedule of the offerings to each faculty member, asking them to select their top choices within
each block of time. Juliette analyzed the choices and selected topics that sounded either most
interesting to her or the least painful. The result was an agenda that looked much like her buffet
plate—some things she liked, some things she had to stomach, and others that were the only
available option. Such an analogy—viewing teachers’ professional development options as akin
to that of a restaurant buffet (Dotger, 2020)—assists in asking questions about the quantity and
quality of professional development choices. Understanding what options make their way onto
the buffet and why, which options make their way onto teachers’ plates and why, and how those
buffets vary across school districts can assist the field in understanding more about the purpose
and practice of teacher professional development.
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Context of the Problem
Providing opportunities for teachers to learn is a necessary component of increasing
student achievement, which is a core aspect of the national push for accountability in education.
This is reflected in numerous federal educational initiatives (i.e., No Child Left Behind, Race to
the Top, Every Student Succeeds Act) designed to improve student achievement outcomes. The
focus on improving student achievement is not unwarranted. Students in the United States (US)
are outperformed on international assessments by their peers. According to the 2019 Program for
International Student Assessment (PISA), US students lagged behind students from eight other
nations in reading literacy, 30 other nations in mathematics literacy, and 11 other nations in
science literacy (Hussar et al., 2020). On the previous PISA, administered in 2015, the US scored
23 points lower than the average of all other nations in the survey, ranking the US 40th globally
in mathematics literacy (Heim, 2016). Furthermore, 29% of US students did not meet the
baseline proficiency mark in mathematics in 2015, while only 6% of US students scored in the
highest proficiency range (Heim, 2016).
Additionally, within the United States, the 2019 National Assessment of Educational
Progress (NAEP) results demonstrated disparities in white, Black, and Hispanic students’
performance in math and reading at fourth and eighth grades (Hussar et al., 2020). Taken
together, these trends suggest that systemic differences impact student outcomes. Therefore,
educational initiatives and policies have targeted dynamic characteristics, like teacher
effectiveness, to address these gaps.
Although often used synonymously with teacher quality, teacher effectiveness refers to
measuring the practice of individual teachers and their ability to generate improvement in student
learning outcomes (Goe, Bell, & Little, 2008). Research has shown that while teachers contribute
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to student learning (Goe, 2007), their success varies widely. Therefore, investigations into
teacher effectiveness have recently emphasized understanding the characteristics of those
teachers whose students achieve more. Essentially, researchers are asking about the patterns
between teachers whose students achieve at higher rates than expected. Some of the variables
investigated in the research into the variance in teacher effectiveness have included teachers’
demographic and background variables (i.e., Okpala et al., 2000), such as the quality of their
undergraduate teacher preparation program or their high school or college test scores, while
others have focused on better understanding teachers’ practices within the classroom (i.e., Heck,
2009). The practice-based investigations operate from the principle that teachers whose students
achieve higher than expected must employ teaching practices that better enable learning.
The thinking further follows that if these practices can be identified and understood, they
can be taught to and replicated by teachers whose performance is rated as being of less quality,
resulting in increased student achievement. Therefore, providing opportunities for teachers to
learn—and in turn, to develop their knowledge, skills, and abilities—becomes a necessary
component of improving student achievement. As a whole, these teacher learning opportunities
are referred to as professional development and are focused on improving quality across the span
of a teacher’s career, engaging them with changing standards, curriculum, and student
characteristics (Darling Hammond, Wei, Andree, Richardson, & Orphanos, 2009). Although the
long-term goals of professional development are an improvement in the ability of teachers to
teach and evidence of students’ increased learning, the short-term goal is teacher learning. This
system is predicated on a logic model that depicts “teacher learning” leading to “change in
instructional practice” leading to “improvement in student achievement” (Dunst, Bruder, &
Hamby, 2015; Fishman, Marx, Best, & Tal, 2002; Korthagen & Vasalos, 2005; Yoon, Duncan,
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Lee, Scarloss, & Shapley, 2007). Whether professional development offerings are marketed
directly to the teacher by the provider or passed on by school or district leaders, consultants, or
professional organizations, professional development providers position these as opportunities
for teachers to learn and thus improve their instructional practice.
However, data shows that professional development opportunities, although vast, do not
always result in the intended outcome--teacher learning. In 2015, The New Teacher Project
reported on a study investigating improvements in teacher practice as indicated by teacher
evaluations and based on classroom observations. The report suggests that many teachers “peak”
without learning core instructional practices. Thus, education systems in the United States spend,
at last estimate, approximately $18 billion each year on professional development that falls short
of providing student learning evidence that it is working (The New Teacher Project, 2015).
Take the $18 billion we spend in the United States on professional development (PD) for
teachers every year. For the most part, teachers don’t pick the programs. Their schools
and districts do. And the research on the return on that investment is damning, with all
those dollars failing to move the needle on student outcomes. In a 2015 study, The New
Teacher Project sought to quantify the impact of PD only to find that ‘despite enormous
and admirable investments of time and money . . . most teachers we studied do not appear
to be improving substantially from year to year.’ (Horn & Goldstein, 2018)
Despite the massive investment in professional development for teachers, researchers have
difficulty pointing to a correlating change in student achievement. We spend $18 billion on the
opportunities, but can’t measure a change in student achievement. This lack of correlation
implicates an $18 billion investment that is not leading to changes in teachers’ practice, or where
changes that are made do not impact student learning, either because the changes are not of a
significant nature enough, or some things change for the better and others for the worse, washing
out the improvements.
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With the effectiveness of professional development opportunities in question, researchers
have sought to understand better what characteristics of professional development do result in
teacher learning, thus providing information to improve professional development across the
field (i.e., Cobb, Jackson, Henrick, & Smith, 2018; Desimone, Porter, Garet, Yoon, & Birman,
2002). However, it is unknown whether teachers’ everyday professional development
opportunities have incorporated these characteristics. Therefore, we do not know if what the field
has learned about effective professional development practices has prevented ineffective
professional development practices from occurring. This lack of dissemination of information
from research into practice is especially prevalent in rural schools, as they lag behind other types
of schools in implementing the characteristics of high-quality professional development
(Rotermund, DeRoche, & Ottem, 2017).
Statement of the Problem
In order to continue to push toward the implementation of the types of professional
development that lead to teacher learning and improved student learning, one question that the
field must first ask and answer is “What is the current state of professional development in the
United States?” Part of answering this question requires us to understand who makes decisions
about the professional development offered to teachers, why they make those decisions, and how
and why teachers select their professional development opportunities. Therefore, this inquiry
investigates the various points of decision-making—and decision-makers—behind the
professional development opportunities offered to K-12 teachers and the rationale teachers
provide for the professional development in which they choose to participate. In other words, in
order for professional development to have an impact on teacher learning, the field must
understand the professional development offered and why, what types of professional
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development are not prioritized and why, and what types of professional development are
experienced by teachers and their rationale for their choices.
Borko (2004) illustrates these connections as a professional development system that
consists of the professional development program, the professional development facilitators, and
the teachers who participate in the professional development opportunities. Enveloping these
connections is the context within which the professional development exists (Borko, 2004; see
Figure 1-1). While helpful, Borko’s (2004) illustration assumes one single and coherent
professional development program. Additionally, it lacks the specificity required to understand
the different roles and decisions made within the professional development system. By posing
additional questions about who makes decisions about professional development (see Figure 12), the types of decisions that are made (see Figure 1-3), and which stakeholders are responsible
for which decisions, we can further our understanding about how these decisions impact teacher
learning.
Figure 1-1
Elements of a Professional Development System

(Borko, 2004, p. 4)
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Figure 1-2
Roles of Professional Development Decision Makers

Figure 1-3
Types of Decisions Made for Professional Development

Because the availability of professional development opportunities offered to and taken
up by teachers impacts teachers’ opportunities to learn, I studied the professional development
opportunities offered to a group of teachers in New York State to find out who makes decisions
about professional development offered to teachers, how those decisions are made, what
professional development teachers choose to take up, and the factors that influence those
decisions. This understanding can help stakeholders make more informed decisions about
professional development offerings in the future. The questions guiding my research were:
● How much and what types of professional development were offered to teachers?
● What factors influenced professional development offerings for teachers?
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● What factors influenced the professional development offerings in which teachers
participated?
● How do school leaders and teachers talk about professional development?
Significance of the Study
The practical significance of this problem is related to the impact it can have on the
practice of teachers and school leaders as they attempt to promote and choose professional
development offerings that will improve teacher learning and thus student achievement.
Understanding how school leaders make decisions about professional development offerings to
teachers—and what professional development opportunities teachers take—can influence future
professional development offerings. Returning to the buffet analogy invoked at the beginning of
the chapter, this study helps ascertain the opportunities offered, in what form and amount, and to
whom. And, on the other side of the buffet, it helps the field know what is being selected, by
whom, and for what reasons.
To understand this problem from various stakeholders’ perspectives, multiple
methodologies were employed. First, a quantitative analysis identified patterns in a secondary
data set from a professional development provider. Then interviews of teachers and school
leaders invoked qualitative methods. Along the way, document/archival analysis helped develop
the context of the study. Therefore, a mixed-methods study using deductive coding was
employed, which enabled me to make visible both data trends and the decisions that impacted
those trends.
Role of the Researcher
Throughout this study, I was attuned to places where my biases may influence my role
as a researcher. I was especially attuned to this because I hold a post-positivist philosophy of
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science. Post-positivism conceives of the researcher and research participants as independent
of each other with their own experiences--including background, knowledge, and values--that
influence their observation (Johnson & Gray, 2010). As a post-positivist, bias is a concern to
the researcher, so I took steps to pursue objectivity. This bias includes my positionality as a
former teacher, professional development provider, and school district administrator--positions
from which strong beliefs about what constitutes "effective teaching" and "good professional
development" were formed.
Additionally, as a former professional development provider, it was vital that I not
allow the teachers' and school leaders' criticisms about professional development to affect me
personally or drive the interviews. By employing a mixed-methods approach, I reduced my
bias by triangulating patterns in the data corpus and pursuing synergistic results. My role as the
researcher and the impact of my biases are more thoroughly explored in the limitations section
of Chapter 5.
Definitions
I use the following terms throughout this study. Although I more thoroughly explore
some in Chapter 2, they are listed and defined here for clarity and consistency:
● BOCES: Board of Cooperative Educational Services; a type of Educational Service
Agency in New York State
● Decision-making Process: the cognitive reasoning used to weigh options and select a
course of action (Simon, 1977)
● Educational Service Agency (ESA): A regional public multiservice agency that is
authorized by state law to develop, manage, and provide services or programs to publicschool districts (www.studentaid.gov)
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● Effective Professional Development: structured professional learning that results in
changes in teacher practices and improvements in student learning outcomes
(www.learningpolicyinstitute.org)
● In-service Teachers: practicing teachers in K-12 school districts, whether novice or
veteran
● Policy: a statement by a government or governing agency about what it intends to do or
not to do; may take the form of a law, regulation, ruling, decision, and/or order (Birkland,
2016)
● Professional Development: activities designed to engage in-service teachers in
opportunities to learn about teaching and learning (King, 2016)
● School Leaders: certified or non-certified individuals in a school district or building that
have decision-making authority or input on professional development means (e.g.,
principals, curriculum coordinators, department chairs, instructional coaches)
● Student Achievement: a multifaceted construct that can address different domains of
learning, using different measurements, for different purposes (Guskey, 2013)
● Teacher Learning: changes in teachers’ thinking, knowledge, skills, and approaches to
instruction (Knapp, 2003)
Overview of Chapters
This study is formatted in the style of a five-chapter dissertation. Chapter 2 shares
relevant literature and presents an overview of the common logic model that connects
professional development with teacher learning and student achievement. To assist the reader in
making these connections, the chapter focuses on presenting research that defines and
conceptualizes teacher learning, including some of the primary learning theories associated with

11
teacher learning. It then transitions to define and conceptualize professional development,
including traditional professional development and reform-type professional development. The
chapter then brings these conceptualizations of teacher learning and professional development
together with student achievement markers by reviewing various professional development
models found in the literature.
Chapter 3 focuses on the methodological approach to the study. I used a sequential
explanatory mixed-methods approach and a deductive coding scheme. The design included the
analysis of professional development data collected from two Educational Service Agencies and
interviews conducted with teachers and school leaders in six public school districts. By
collecting data in phases, I was able to use the data from one phase to inform the second phase.
Sampling, data collection, and data analysis are all shared.
Chapter 4 presents the findings of the study. They are organized by research question,
with data from each phase of the study integrated into the findings. Chapter 5 presents a
discussion of the findings intended to connect to and reinforce learnings from other studies,
including the literature on the characteristics of effective professional development. Finally,
limitations and ideas for future research are also shared.
Summary
The landscape of professional development opportunities offered to K-12 teachers closely
resembles that of a restaurant buffet. Teachers are often provided with choices and asked to take
portions of the dishes they believe meet their own needs. We know little, however, about the
buffet manager—who is deciding what dishes to serve? Their quantity and format? In other
words, who is ensuring that the choices on the buffet are of high quality or are not going to
waste?
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Similarly, we know little about teachers’ reasoning behind the choices they make. Are
they selecting the most nutritious options or merely settling for what is offered? Are they truly
selecting what they need or taking what looks the most appealing to them? This study contributes
to the field’s understanding of professional development and teacher learning by investigating
the decision-making process behind professional development opportunities offered to teachers.
By considering how districts select and prioritize professional development opportunities and
what rationale teachers provide for their participation, this study sheds light on the decisionmaking processes associated with professional development, and provides opportunities to close
a gap between research and practice.
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Chapter 2: Literature Review
Teachers play a crucial role in enacting the goal of educational reform: measurable
improvements in student performance and achievement (Fullan & Miles, 1992; Spillane, 1999).
However, if teachers are to influence student learning, they must have the knowledge and
experience required to teach both content and students effectively. This line of logic implicates
teachers’ learning as a necessary condition for educational reform to be successful. The process
of seeking to increase student achievement through teacher learning has given rise to
professional development systems. Figure 2-1 documents a linear model that illustrates this
logic: when teachers have opportunities to learn (i.e., in-service), their knowledge and beliefs
will change, which will spark a change in their classroom, and student achievement will increase.
Figure 2-1
An Implicit Model of the Purpose of Teacher Professional Development

(Clarke & Hollingsworth, 2002)
To assist in understanding how professional development decisions are made in K-12
public schools, this chapter provides a synopsis of the literature that discusses the concepts of
teacher learning, professional development, and their relationship. I first take up the concept of
teacher learning--reviewing definitions, including core theoretical frameworks and
representations--and then transition to define and represent the concept of professional
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development. Next, I explore popular models illustrating the relationship between the two
concepts. Finally, I review the literature around decision-making processes. Exploring each of
these will assist in understanding how the research questions stated above can further our
collective understanding of decision-making processes that contribute to in-service teachers’
professional development opportunities.
The Prevalence of Professional Development
There is no shortage of professional development opportunities for teachers.
Nationally, 99.4% of public-school teachers reported attending professional development in
the 2017-2018 school year (National Council of Education Statistics, 2017-2018). Data from
2011-2012 show that the most popular topics of teacher professional development were
content (85%), using computers in instruction (67%), reading instruction (57%), student
discipline and classroom management (43%), and working with students with disabilities
(37%) and English language learners (27%) (Rotermund, DeRoche, & Ottem, 2017). Overall,
83.7% of teachers who participated in professional development in 2017-2018 reported that
their professional development opportunities aligned with their school’s goals, but only 75.5%
of those teachers thought that their professional development opportunities align with their
own goals for improvement (National Council of Education Statistics, 2017-2018).
In the 2017-2018 school year, 83.9% of teachers reported that professional
development improved student achievement, and 88.9% reported feeling capable of
implementing what they learned in their professional development opportunities (National
Council of Education Statistics, 2017-2018). However, only 76.1% of teachers acknowledged
having sufficient resources to participate in professional development, and only 72.9% of
teachers reported having opportunities to provide feedback on their professional development

15
opportunities (National Council of Education Statistics, 2017-2018). Although these surveys
were primarily interested in gauging formal professional development opportunities, in 20112012, many teachers reported accessing non-traditional professional development. For
instance, 81% of teachers participated in scheduled collaboration with other teachers
(Rotermund et al., 2017). Two-thirds of teachers (67%) reported having been observed by
other teachers or having opportunities to observe other teachers, and 45% of teachers
participated in individual or collaborative research on their own (Rotermund et al., 2017).
In New York State, where this study was conducted, teachers' professional
development has been governed by the Continuing Teacher and Leader Education (CTLE)
requirements since 2016. Teachers in NYS hold one of three types of certificates: initial
certificates are issued to new teachers and allow them to begin teaching. Once teachers have
met a number of criteria, including gaining a specific amount of experience and completing a
masters' degree, they can apply for and are awarded a professional certificate. Professional
certificates replaced permanent certificates, which were phased out in 2004, but are still held
by a majority of more veteran teachers (What You Need to Know about Certification, n.d.). Of
note, teachers with initial or permanent certification are not bound by any professional
development requirements. Only teachers holding a professional certificate and actively
employed in a qualifying public school are bound by CTLE requirements, which mandate 100
hours of professional development from approved sponsors over five years (Registration: OTI:
NYSED, n.d.). Once completed, the 5-year period starts over again, requiring another set of 100
hours. As of July 2021, the New York State Education Department listed 1,569 approved
sponsors of professional development. These sponsors include school districts, universities and
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colleges, museums and institutes, BOCES and Teacher Centers, professional associations and
organizations, and various arts organizations (Registration: OTI: NYSED, n.d.).
Teacher Learning
Conversations about teacher learning are predicated on accepting teachers’ capacity to
learn, also known as teacher capacity. Capacity development is linked to the ability of a person
to meet objectives and an acknowledgment of the factors or resources required for the objectives
to be met (Brinkerhoff & Morgan, 2010). Capacity building, therefore, is steeped in the belief
that people can continue to grow and develop throughout their careers. In the field of education,
this means that teacher learning begins with the view that teachers have the capacity to learn and
are "growing, continuously developing people" (Joyce & Calhoun, 2010, p. 21) whose
effectiveness improves across the course of their career (Avalos, 2011; Richter, Kunter,
Klusmann, Lüdtke, & Baumert, 2011). This view promotes teacher learning, therefore, as not
just limited to prescribed knowledge and skills, but as embracing all opportunities that allow
teachers "to continue to develop their knowledge, skills, and dispositions along the continuum"
of a teacher's life-long journey of learning to teach (McDiarmid & Clevenger-Bring, 2008, p.
136; King, 2017). Although often unnamed, it is the belief in teachers as individuals capable of
developing knowledge, dispositions, and skills that are at the heart of teacher learning
opportunities. Without the belief that teachers can learn and do better, there would be no need for
teacher learning, as schools would look to hire only those who already know how to achieve high
student results. Instead, when teachers are viewed as lifelong learners, opportunities to expand
their practice are within the realm of possibility (King, 2017). In this way, teacher capacity lends
credibility to the idea of teacher learning and the professional development often used to achieve
it.
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Definitions of Teacher Learning
Like teacher quality and professional development, there is no universally accepted
definition of teacher learning. The literature positions teacher learning as a construct composed
of other constructs, but the inclusion or exclusion of what constructs makeup teacher learning
varies greatly. Some definitions of teacher learning include a nod to teachers' prior experience,
knowledge, and beliefs (i.e., Ball, 1994) or references to their attitudes (i.e., Fishman, Marx,
Best, & Tal, 2003). However, some researchers view teacher beliefs as a part of, not separate
from, their knowledge (Fenstermacher, 1994). Additionally, references to teachers' knowledge
can include multiple other constructs, including their knowledge of the subject matter, their
students' knowledge, cultural differences within their classroom, learning theory, and
pedagogical strategies. In the popular "onion model" developed by Korthagen (2004), the
components of teacher learning are tied closely to the teachers' reflective practices and include
constructs such as environment, behavior, competencies, beliefs, identity, mission, and core
qualities (e.g., curiosity or commitment). Authentic teacher learning, it is argued, occurs when
teachers engage in reflective practices that consider all layers of the onion (Korthagen, 2017). In
this manner, teacher learning becomes less about facilitating new knowledge or skills and more
about helping teachers become competent at aligning their layers (Kim & Greene, 2011).
Instructional practice has also been named in the literature as a component of teacher learning, as
has a teacher's entire repertoire of practice (i.e., Knapp, 2003). This focus on practice has also led
to the definition of teacher learning as acquiring a set of competencies that good teachers should
possess (Becker, Kennedy, & Hundersmarck, 2003). Finally, teacher learning is sometimes
positioned as the result of interactions between cognition and behavior (Hoekstra & Korthagen,
2011).
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For a long time, cognition theory was the method researchers used to interrogate the
concept of learning. Cognitive theory positions learning as an internally-based process where
new ideas are planted or connections between ideas are forged. On the other hand, behavioral
learning theory positions learning as a function of the environment in which learning occurs
(Spence, 1960). Incorporating cognition and behavior into the definition of teacher learning
invokes two major learning theories. The first, situated cognition, positions the context of teacher
learning as equally crucial to the learning content. The second, socio-cultural theory, positions
teachers' interactions with others as meaningful contributors to learning.
Situated Cognition. Brown, Collins, and Duguid (1989) described situated cognition as
an explanation for why "activity and situations are integral to cognition and learning, and how
different ideas of what is appropriate learning activity produce very different results" (p. 32).
Since that time, situated cognition has become a cornerstone of theory for individuals wishing to
understand better how learning occurs. Situated cognition defines teacher learning in terms of the
learning environment, which is a critical component that contributes to differences in learning
outcomes (Brown, Collins, & Duguid, 1989). Consideration of learners' social, historical,
political, and physical contexts all become contributors to the learning environment, thus making
learning situational (Brown et al., 1989). Therefore, what a person knows and can do becomes
intertwined and potentially inseparable and varies across situations. Situated cognition theorists
construct an argument that by ignoring the contextualization of education—the environment in
which learning takes place—educational scholars and theorists neglect to consider a key
component contributing to the generation of learning differences.
Hence, situated cognition theorists measure learning as how effectively a person can
respond across different situations and apply situational perspective (Brown et al., 1989). This
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measurement is different from attempts to measure accumulated knowledge since the
measurement of situated cognition occurs within the context of the learning and is co-determined
by the learner and the context. Applying situated cognition to teacher learning pushes us to study
teacher learning in multiple contexts (Borko, 1994). Such a move allows the various perspectives
to serve as a "powerful research tool" where individual teachers and collective learning
communities can be studied simultaneously (Putnam & Borko, 2000). In this way, situated
theory shifts the field away from a purely empirical definition of learning and toward a model of
knowledge that integrates cognition and behavior (Brown et al., 1989). Situated cognition pairs
well with a post-positivist philosophy of science as they both represent epistemological shifts
away from empiricism and toward models of knowledge that require integration and retrieval of
personal experiences and conceptual knowledge.
Socio-cultural Theory. Socio-cultural theory also requires researchers to consider the
context of teacher learning--although this time through the lens of social interaction. Sociocultural theory centers community and the contributions of others to a person's own ability to
make meaning (Vygotsky, 1978). In this way, social interaction becomes a primary component
of developing knowledge (Vygotsky, 1978). Vygotsky's (1978) theory of the zone of proximal
development attempts to explain how social interaction contributes to learning. It posits that
learning increases when the learner engages in a learning activity with the assistance of a skilled
partner. The skilled partner represents a more knowledgeable other who can give appropriate
assistance to the learner in achieving the task (Vygotsky, 1978). This support, termed
scaffolding, results from the social interaction between the learner and their partner, which
enables the learner to observe the skilled partner completing the new skills and practice them
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themselves, which supports the learner in developing the new knowledge or skills (Vygotsky,
1978).
With the application of situated cognition and socio-cultural learning theories to the
field's interpretation and representation of teacher learning, opportunities for teacher learning to
occur become nearly endless. Learning can occur within the context of one’s practice, such as
the learning that comes from reflection on one’s daily practice, in the context of formal
opportunities, like workshops or graduate courses, in informal settings such as through
spontaneous conversations with fellow teachers, and in either fleeting (such as through reading a
professional journal) or sustained (i.e., prolonged study groups) experiences (Knapp, 2003). This
variation in the types of opportunities also contributes to variation in the coherence and
effectiveness of the opportunities.
As a result of these varying understandings, Opfer and Pedder's (2011) declaration of
teacher learning as a complex system seems reasonable. As they position it, teacher learning is
complex because it involves other systems—such as individual teachers, interactions between
teachers, school systems, and interactions between teachers and the school's systems (Opfer &
Pedder, 2011). The location of teacher learning within multiple complex systems provides
evidence for McLeskey and colleagues' (2017) assertion that "Professionals learn best when they
have repeated opportunities to practice the essential components of effective performance,
receive feedback on their performance, and receive support in analyzing and improving their
performance" (p. 9), which implicates the interactions of multiple systems. Despite considering
various components of teacher learning that exist within the literature, consensus does seem to
exist in the idea that learning and change are inextricably linked.
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Change may be the most widely used word in definitions of teacher learning, and an
entire set of literature exists on the topic of teacher change (Clarke & Hollingsworth, 2002).
Many researchers emphasize the act of learning requiring an accompanying change--in any of
the components of teacher learning listed above, such as their practice, beliefs, values, or
knowledge. These definitions imply that unless a teacher can demonstrate a change, learning has
not occurred. Teacher learning logic models posit that change is evidence that learning has
occurred. Whether a change in behavior leads to a change in beliefs or whether the change in
beliefs leads to a change in behavior is a question of debate among researchers (Clarke &
Hollingsworth, 2002). However, what is clear is that most researchers agree that there must be
some demonstrable change--whether evident in teacher practice or measured through teachers’
beliefs statements--for teacher learning to have happened. In part, the focus on change seems to
derive from research that suggests that teachers, like most people, assimilate new ideas into their
already developed belief systems (Spillane, Reiser, & Reimer, 2002), which results in a change
in teacher language to discuss their practice, but not an accompanying change in their beliefs
(Yerrick, Parke, & Nugent, 1997). Meanwhile, Knapp (2003) positions teacher learning as the
demonstration of changes in “thinking, knowledge, skills, habits of mind, or commitments, all of
which constitute the capacity for practice” (p. 114) or as actual changes to practice that result as
an enactment of new knowledge or skills. These changes, ultimately, are what policymakers and
school leaders rely on to help teachers acquire the “new skills, new concepts, and new processes
related to the work of teaching” (Fishman et al., 2003), also considered their expertise (King,
2016), and lead to improved student outcomes (New South Wales [NSW] Institute of Teachers,
2007).

22
As demonstrated, the literature around teacher learning is vast and not always consistent
in its treatment of the most effective ways to produce teacher learning, especially given various
theoretical perspectives associated with learning. Therefore, because multiple definitions of
teacher learning exist, so too do multiple approaches for its enactment. This idea complicates the
ability of economists to quantify the cost of effective professional development. Given the $18
billion price tag attributed to yearly teacher professional development referenced in Chapter 1,
and the moving target of teacher learning, who is to say how much change must occur for teacher
development to occur? Likewise, the wide variety of opportunities for teachers to learn makes it
challenging to assess the effectiveness and impact of individual learning opportunities.
Therefore, it becomes incumbent upon the field to understand how professional development
promotes teacher learning and whether it leads to the necessary change in practice that is critical
to the definition of teacher learning.
Teacher Learning, Professional Development, and Student Achievement
Recall Figure 2-1, which introduced a linear model of the purpose of teacher professional
development (Clarke & Hollingsworth, 2002). As noted, that model was one of several that
attempt to illustrate the relationship between teacher learning, professional development, and
student achievement. Figure 2-2 is a representation of a “Framework for linking in-service
professional development, changes in teacher and educator knowledge, skills, and practices, and
improvements in student and child learning” created by Dunst, Bruder, and Hamby (2015) and
closely resembles Figure 2-1.
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Figure 2-2
Framework for Linking In-service Professional Development, Changes in Teacher and Educator
Knowledge, Skills, and Practices, and Improvements in Student and Child Learning

(Dunst et al., 2015, p. 1733)
As can be seen in Figure 2-1 and Figure 2-2, the process remains the same, even if the
language used to articulate the components of the process differ. Hence, the conversation above
about the importance of defining phenomenon becomes apparent, as nuances within the
definitions within the figures may provide some potentially affirming or disaffirming evidence of
their similarities. This attention to nomenclature and shared definition is a recurring theme in the
literature on teachers’ learning, and will be revisited in Chapter 5, when the results of this study
are discussed.
Although illustrated by both Clarke and Hollingsworth (2002) and Dunst and colleagues
(2015), there is no universal agreement that these models accurately represent the process of
professional development impacting student achievement. Figure 2-3: Guskey's model of the
process of teacher change (Guskey, 1986) challenges whether teacher learning leads to a change
in practice by re-envisioning the process and centering the teachers' actions--and their
observation of improved outcomes--as what leads to their change in beliefs and attitude (i.e.,
learning). Such a model positions Guskey's (2000) theories about assimilation when teachers are
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exposed to new information but fail to see its influence as they believe it is something they
already do, thus assimilating their new learning into their old practice with no measurable
change. In this model, seeing the change--the improved student outcomes--is the impetus for
teachers to embrace new knowledge.
Figure 2-3
Guskey’s Model of the Process of Teacher Change

(Guskey, 1986, p. 7)
Although Figures 2-1, 2-2, and 2-3 provide a theory about teacher change and the impact
of professional development, they are criticized for being too linear and for not considering the
complete set of factors that could influence professional development, teacher learning, changes
in practice, and student outcomes. Other researchers have attempted to build models that
demonstrate more complex relationships and make use of their own research. In Figure 2-4: How
professional development affects student achievement (Yoon, Duncan, Lee, Scarloss, & Shapley,
2007), the model features three components different from the models above. First, it illustrates
feedback loops at all phases of the process, demonstrating that each phase does not operate in a
vacuum but is informed by other phases. Second, this model implies that professional
development is explicitly driven by standards, curricula, accountability, and assessments. The
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provision of an impetus for professional development speaks not just to the intent of professional
development--to improve teaching and learning--but also positions these phenomena (standards,
curricula, accountability, and assessments) as the means to those outcomes. Finally, the model
implies that removing professional development from the chain of events would not result in a
difference in results because student achievement informs teacher knowledge and skills and
classroom teaching. This raises questions about whether or not professional development is
necessary for teacher learning.
Figure 2-4
How Professional Development Affects Student Achievement

(Yoon et al., 2007, p. 4)
The professional development model put forth by Fishman, Marx, Best, & Tal (2003),
Figure 2-5: Model of teacher learning, is similar to the Yoon et al. (2007) model in that it also
attempts to more explicitly identify the concepts that impact teacher learning and student
achievement. However, in this model, the researchers attempt to articulate the relationships with
more nuance than was provided in Figure 2-1. For example, Fishman and colleagues (2003)
position teachers’ knowledge, beliefs, and attitudes as having a direct influence on enactment,
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but only an indirect influence on evidence of student performance. Likewise, professional
development activities are influenced by design elements, but the influence of curriculum on
professional development activities only comes via the design elements.
Figure 2-5
Model of Teacher Learning

(Fishman et al., 2003, p. 645)
Figure 2-6: The interconnected model of professional growth (Teacher Professional
Growth Consortium, 1994) positions professional growth within The Change Environment, that
is the physical and metamorphical conditions within which change is apt to occur. This model is
conceptually similar to the model of teacher learning presented by Fishman and colleagues
(2003) in that it attempts to account for complex relationships between the components, rather
than just saying that all of the components impact all of the other components (Yoon et al.,
2007). However, this model is unique because it names reflection as a critical component of the
change process, indicating that the enactment of new learning on its own is not sufficient for
change to occur. Instead, the Teacher Professional Growth Consortium (1994) positions
reflection as being equally important to enactment. Additionally, this model appears to be
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lacking certain connections that one might argue are critical. For instance, the model insinuates
that the only way the curriculum influences teachers' beliefs, knowledge, and attitudes is through
professional development. It also lacks a direct connection between curriculum and enactment,
leading one to wonder what, then, are teachers enacting?
Figure 2-6
The Interconnected Model of Professional Growth

(Teacher Professional Growth Consortium, 1994)
While the models suppose that the professional development opportunities are enough for
teacher learning to occur, the research representing and attempting to define professional
development and teacher learning tells a different story. The core component of teacher learning
described above is a demonstration of change. This change can occur in knowledge, beliefs,
attitudes, skills, or practice, but scholars agree that the change itself indicates teacher learning.
Meanwhile, no matter how it is modeled, professional development is predicated on teacher
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learning growth, or change. For most of the theorists cited above, definitions of professional
development include teachers' growth, learning, or development. Therefore, when considered
together, an argument can be made that if the definition of professional development is a result in
teacher learning, and teacher learning is defined as some sort of a change, then any in-service
teacher professional development that does not result in a change in teachers’ knowledge,
beliefs, skills, or instructional practice is not professional development, but misguided attempts
to influence teachers in ways that do not ultimately impact student achievement.
While the process for professional development to impact student learning is depicted
differently in each model/framework represented in Figures 2-3 through 2-6, they do share some
commonalities. First, they all contain the elements of the professional development activity, the
teachers' learning, the enactment of some new practice, and evidence of student learning or
achievement. Despite the lack of nuance provided in some models, these four components exist
in each model, lending credibility to the idea that somehow it is these four components that must
exist, at a minimum, for professional development to have any chance of impacting student
achievement. Second, each model implicitly demonstrates the importance of the classroom to
professional development and its impact on student achievement. In each model, the teacher was
responsible for taking some new information and implementing it in their work. This similarity is
significant because it reminds the field that professional development is not something that just
occurs and is over. For professional development to improve student achievement, there must be
the desire and opportunity for the teacher to implement their learning in their context. Finally,
regardless of the conceptualization of teacher learning and professional development in each
model, the impetus for change, for teacher learning, is driven by professional development—for
example, noted in Figure 2-1 as "Teacher In-service" and in Figure 2-3 as "Staff Development."
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In this way, it is possible to claim that professional development provides the opportunity for
teacher learning to occur.
These opportunities have been a focus of study to reform and improve education in the
United States and have corresponded with research studies linking policies about professional
development to improving teacher learning. In-service teacher professional development has
been identified as a critical component of introducing teachers to the “new skills, new concepts,
and new processes related to the work of teaching” (Fishman et al., 2003), and intended to
increase their expertise (King, 2016) and lead to improved student outcomes (NSW Institute of
Teachers, 2007). Many scholars have also indicated that providing teachers with more
professional development is a policy issue addressable by increasing the availability of expertise
and teachers’ access to such expertise. Desimone and colleagues (2002) call upon federal, state,
and local sources to assist local schools in overcoming challenges to professional development
by providing funding, guidelines, and technical assistance. Similarly, Knapp (2003) asserts that
professional development opportunities can be influenced and improved by policies created at
the federal and state level and intentional focus on the part of the school district. This call for
policy at every level, including within the “school walls” (Knapp, 2003, p. 112), is reinforced by
Cobb and colleagues’ (2018) call to view professional development as a part of a teacher
learning subsystem that relies on actors and actions from every level to influence the whole.
One example of policy's impact on professional development was the formal learning
opportunities called for in the No Child Left Behind Act of 2001. One provision of this act was
the requirement that states ensure teachers had access to high-quality professional development
that could lead to improved student learning outcomes (Borko, 2004). As a result, many states
implemented mandatory professional development hour requirements for teachers' certifications
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(Goldrick et al., 2012). Such a requirement is in place in New York State (NYS), where K-12
school teachers are required to accumulate 100 hours of Continuing Teacher and Leader
Education (CTLE) credits over every five years of their practice
(http://www.highered.nysed.gov/tcert/resteachers/ctle.html). This call led to questions about the
high-quality nature of professional development and what professional development activities or
characteristics of professional development would result in the greatest teacher (and student)
growth (Parise & Spillane, 2010). Despite the federal government's push for states to recognize
the importance of professional development, increasing the required number of hours teachers
engage in professional development does not guarantee a change in their instructional practices.
Recent data suggests that most teachers choose only to engage in their state's minimum
requirement of hours of professional development (NASDTEC, 2004) and that between 19992000, over half of the respondents to a National Center for Education Statistics survey (the most
recent professional development data set available that assesses teachers as a whole) indicated
spending one day or less engaged in professional development over the previous year (NCES,
2001). These trends implicate states' requirements for teacher professional development
participation and the variety among them.
Although policies such as NCLB articulated minimums for teacher learning, research
found that states “play disparate roles in the provision of teacher education and professional
development that fall along the regulatory spectrum from highly prescriptive to rather laissezfaire” (Loeb, Miller, & Strunk, 2009, p. 212). Such a discrepancy in the number of professional
development opportunities (as measured by hours) offered to teachers predicts a likely disparate
analysis of the characteristics of the professional development opportunities offered. And that
ultimately predicts differences in their effectiveness in eliciting improved student outcomes.

31
Because of the variety of opportunities that teachers have to access professional
development, the variety of acceptable professional development activities, and the variety of
ways in which teachers come to participate in professional development, the field’s collective
ability to effect change via professional development is limited.
Defining and Conceptualizing Professional Development
Literature on teacher professional development is expansive and diverse, and the
community has not widely accepted a single definition for professional development. During the
post-depression era, improving the skills of teachers was a focus (Howey & Vaughn, 1983), but
calls for the investment of thought and energy into the training of teachers began much earlier
and are even present in the writings of Dewey (1904). Attempts to define professional
development force one to reckon with multiple practice components. For instance, scholars have
debated the intent of professional development, its length, the content that should be covered,
how it should be enacted, and even where it should occur and who should have access to it. With
so many components, it is easy to see how the field can slice portions of the professional
development pie for study. However, most definitions of professional development include the
goal of presenting teachers with information that will ultimately alter--and it can be assumed-improve their practice. These definitions rely on logic models that implicate the learning of
teachers as a necessary component of professional development and are often predicated on an
argument similar to the one proposed in Figure 2-7 (Dunst, Bruder, & Hamby, 2015; Fishman,
Marx, Best, & Tal, 2002; Korthagen & Vasalos, 2005; Yoon, Duncan, Lee, Scarloss, & Shapley,
2007).
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Figure 2-7
Implicated Logic of Teacher Learning Models
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Within these models, developing an understanding of how teachers learn and change their
practice is a prerequisite for professional development that will result in meaningful change
(Fullan, 2001). One example of a definition built on this logic model is that of Korthagen, Kim,
and Greene (2013). They outline the qualities of an effective teacher, including a coherent sense
of qualities, ideals, sense of identity, beliefs, competencies, behavior, and the characteristics of
the environment, e.g., a classroom or school. They then claim that the process of working toward
that coherence is the definition of professional development (Korthagen et al., 2013).
Some researchers emphasize delineating professional development from professional
learning (e.g., Bruce, Esmonde, Ross, Dookie, & Beattie, 2010). These researchers posit that
professional learning and professional development are each distinct in their theory and practice,
and concur with Webster-Wright (2009) that “professionals learn from experience and that
learning is ongoing through active engagement in practice” (p. 723) but point out that most
professional development opportunities in which teachers engage “have separated the learning
opportunities from natural contexts and from practice” (Bruce et al., 2010, p. 1599). Meanwhile,
others cast a wide net in defining professional development. For example, Bransford, Brown, and
Cocking (1999) define professional development in a broad sense to include a full range of
formal and informal activities that engage educators in learning about teaching. The National
Staff Development Council (Wei, Darling-Hammond, Andree, Richardson, & Orphanos, 2009)
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defines professional development as "a comprehensive, sustained, and intensive approach to
improving teachers' and principals' effectiveness in raising student achievement" (p. 4).
Desimone (2009) discusses the variation in the literature by pointing to Little’s (1989)
assertion that professional development is “any activity that is intended partly or primarily to
prepare paid staff members for improved performance in present or future roles in the school
districts” (p. 491). She then acknowledges that professional development need not be limited to
discrete activities, like workshops, conferences, and graduate courses. Instead, Little (1989)
promotes reform types of professional development, such as professional learning communities
and teacher collaborative activities, which are dubbed “reform-type” professional development
activities by Garet, Porter, Desimone, Birman, & Yoon, (2001), and will be investigated in this
study. Desimone (2009) further points to the variation in the definition of professional
development activities by engaging Guskey’s (1997) discussion of professional development for
teachers that results from informal learning opportunities, such as from reflection on a teaching
enactment, review of a curriculum, or engagement in professional reading. Meanwhile, Cobb,
Henrick, Jackson, and Smith (2018) describe professional development sessions as examples of
learning events, which they define as “scheduled meetings or interactions that can give rise to
opportunities for participants to improve their practices” (p. 27), and point to differences in
ongoing versus discrete events, and intentional versus incidental events.
However, further reading in the literature illuminates how the definition of professional
development has evolved as researchers build on each other’s work. For example, to Darling
Hammond and McLaughlin’s (2011) definition of professional development as a variety of
experiences related to one’s profession and designed to improve practice and outcomes,
Desimone (2011) adds that these experiences may be voluntary or mandatory, individual or
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collaborative, and formal or informal. Likewise, King (2016) positions professional development
as activities designed to engage in-service teachers in learning about teaching and learning.
Professional Development Designs
Given the variation in professional development definitions, it is not surprising that
multiple designs for professional development exist. Most easily, these designs can break into
two major categories: the "training paradigm" (Little, 1993) and reform-type activities
(Desimone, Porter, Garet et al., 2002). Parise and Spillane (2010) offer a comprehensive
comparison of the two models, and recent research has shown that the two professional
development designs are not equal in the amount of learning for participating teachers (Quick,
Holtzman, & Chaney, 2009).
Training Paradigm and Traditional Models of Professional Development. The
training paradigm design includes both the traditional model that focuses on formal opportunities
teachers have to learn, such as structured professional development activities and graduate
education and teachers' opportunities on the job (Park & Spillane, 2010). Characteristics of the
traditional type of professional development, classified in the literature as in-service teacher
training (INSET model; Avalos, 2010), include activities that occur outside of the classroom,
activities that occur at scheduled times, and activities facilitated by an individual aiming to train
other teachers (Corcoran, 1995; Feiman Nemser, 2001). Examples of these types of learning
opportunities include one-off workshops or lectures, national conferences, or short bursts of
professional development provided during faculty meetings or during staff development days,
where teachers are seen as lacking a specific skill or knowledge and the professional
development experience is intended to provide an opportunity for the teachers to master the said
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skill (Clarke & Hollingsworth, 2002). This model positions teachers as having a deficit that
professional development should cure (Guskey, 1986).
This deficit-based teacher professional development model emerged from the postdepression era when professional development became a primary focus (Howey & Vaughn,
1983). However, research investigating the efficacy of this type of professional development has
shown that an overemphasis on the deficit approach is ineffective (Guskey, 1986; Howey &
Joyce, 1978; McLaughlin & Marsh, 1978) and that one-off professional development sessions, in
particular, are problematic (Fullan & Stiegelbuaer, 1991; Johnson, 1989; Lovitt & Clarke, 1988).
Additionally, studies by Hill (2009) and Wei, Darling-Hammond, and Adamson (2010) provide
evidence that traditional and training paradigm systems of professional development are "broken,
and are unlikely to influence teaching and improve student achievement positively" (Badri,
Alnuaimi, Yang, Al Rashidi, & Al Sumaiti, 2017, p. 15). In their work, Ball and Cohen (1999)
and Putnam and Borko (1997) characterize traditional professional development activities as
"fragmented, intellectually superﬁcial, and do not take into account what we know about how
teachers learn" (Borko, 2004, p. 3). The failure of the traditional professional development model
lies in the approach that it takes--that professional development should provide teachers with the
theory on why to change their behavior and that then that behavior will change. This is a
primitive view of teacher learning (Korthagen, 2017). Mostly, this view mirrors the idea that
teacher thinking guides teacher behavior (Clark & Lampert, 1986); however, changing behavior
is not as easy as just having the correct beliefs or knowledge about teaching and learning
(Korthagen, 2017). This is because teaching is difficult--requiring teachers to be aware of
multiple factors at once. Clark and Yinger (1979) showed that the level of consciousness
required by teachers is near impossible to attain, thus resulting in teachers making “few
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conscious decisions while teaching and therefore their behavior is only partly influenced by
thinking, let alone the theories they have learnt” (Korthagen, 2017). Such an overload on
teachers’ cognitive load resulted in Hoekstra (2007) concluding, “it is remarkable that research
on teacher learning is mostly concerned with teachers’ change in cognition, as if behavioural
change automatically follows from a change in cognition” (p. 116). Although the breakdown
between theory and practice was noted as early as 1904 by Dewey and revisited in 1998 by
Shulman, Korthagen (2017) reminds us that,
Traditionally, in analyses of this problem, the focus has been on how practice can become
better linked to theory. Only relatively recently have practitioners and researchers
considered the option of reversing the order and linking theory to practice (Korthagen,
Loughran, & Russell, 2006). Underlying this shift in focus is that more attention is
nowadays going to how teachers learn. (p. 387)
Reform-type Professional Development. It is this last critique, that professional
development needs to consider how teachers learn, that helped launch the second type of
professional development, “Reform professional development” (Desimone et al., 2002; Garet et
al., 2001; Porter, Garet, Desimone, Yoon, & Birman, 2000). Reform-type professional
development opportunities provide a closer alignment of the professional development activities
to teachers’ classroom contexts than is typically present in traditional and training paradigm
activities and are often sustainable, ongoing, and focused on classroom practice (Garet et al.,
2001). These activities often require active participation and collaboration among teachers and
may take place within teachers’ classrooms (Garet et al., 2001). Reform-type professional
development activities can include teacher networks or collaborations, mentoring, and coaching
opportunities (Desimone, 2009) and are informed by the views of learning discussed earlier—
socio-cultural theory and situated cognition.
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Considering the various models of professional development, one definition attempts to
avoid these nuanced conversations about what type of professional development works when and
for whom by accepting and promoting a definition that encourages scholars to see professional
development in a broad sense, where a range of activities--formal or informal--engage teachers
and school leaders in trying to learn about their practice (Bransford, Brown, & Cocking, 1999).
Such a definition allows researchers to avoid debates about traditional and reform-types of
professional development (Little, 1989), instead providing a path for investigating all types of
professional development. With such an inclusive definition of professional development,
professional development can be conceptualized in many ways. It can include formal and
informal mentoring, hallway conversations with colleagues, formal workshops or lectures, a
teacher's professional reading, or coaching, among various others (Guskey, 1985). Because of
the wide-open nature of professional development, scholars have sought to identify whether
there are, in fact, types or characteristics of professional development that result in better
outcomes than others. The effectiveness of professional development, then, becomes a key
question for researchers.
Measuring the Effectiveness of Professional Development
As researchers set out to measure the effectiveness of professional development, they
must first identify the purpose of professional development in general. Most scholars generally
agree that professional development aims to engage participants in learning that changes their
practice. Key to the purpose of professional development is that two events must occur. First,
participants (i.e., teachers) must learn, and second, the learning must change their practice (e.g.,
Becker, Kennedy, & Hundersmarck, 2003; Knapp, 2003; Korthagen, 2004). Attempts to define
and measure teacher learning make up a large swath of the literature on teacher professional
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development. Some researchers conceptualize teacher learning as a demonstrable change in
knowledge, attitudes, or beliefs (King, 2017), while others include a change in practice as a
necessary component of teacher learning (Clarke & Hollingsworth, 2002). Quite often, however,
definitions of teacher learning include recognition of teachers’ prior experience, knowledge, and
beliefs (Ball, 1994), their attitudes (Fishman, Marx, Best, & Tal, 2003), and their instructional
practice (Knapp, 2003). The acquisition of a set of competencies that good teachers should
possess (Becker, Kennedy, & Hundersmarck, 2003) is another definition of teacher learning.
Likewise, some scholars seek not to stop at the measurement of change in practice, but proceed
in attempting to measure how the professional development impacted teacher learning, which
brought about change in instruction, which impacted (i.e., increased) student achievement (e.g.,
NSW Institute of Teachers, 2007).
Beyond defining professional development, the literature focuses on identifying the
features of professional development that increase its likelihood to impact teaching and,
therefore, student achievement. In other words, what do effective professional development
opportunities have in common? These studies have identified core features such as duration of
the activities, the way teachers are engaged in the learning activities, and the connection between
the activities and the teacher's content knowledge and instructional areas (Birman, Desimone,
Garet, & Porter, 2000; Desimone, 2009; Garet et al., 2001; Wilson & Ball, 1991).
Two studies were used as the core text for establishing characteristics of effective
professional development for this study. The first was a comprehensive meta-analysis of studies
on effective professional development practice. That study was funded by the Learning Policy
Institute and conducted by Linda Darling-Hammond, Maria Hyler, and Madelyn Gardner and
was published in 2017. It is aptly titled Effective Teacher Professional Development. After
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reviewing and comparing 35 studies that linked teacher professional development to teacher
practices and student outcomes, they set the definition for effective teacher professional
development as “structured professional learning that results in changes in teacher practices and
improvements in student learning outcomes” (Darling-Hammond et al., 2017, p. v). Furthermore,
they identify a core set of characteristics that effective teacher professional development employs
(Table 2-1).
Table 2-1
Elements of Effective Professional Development
Element

Description

Content-focused

The professional development and teaching strategies are connected
to a discipline-specific content curriculum used in the teachers’
classrooms.

Incorporates active
learning

Teachers are engaged in practicing the teaching strategies they will
use in the classroom, focusing on the student experience.

Supports collaboration Teachers are encouraged to learn in community with each other. They
share ideas and collaborate in job-embedded contexts.
Uses models and
modeling of effective
practice

Teachers are provided with curricular models. Instructional practices
are modeled for teachers. Models may include lesson plans, examples
of student work, or written or video teaching cases.

Provides coaching and Content expertise and evidence-based practices are shared, with an
expert support
emphasis on individual teachers' needs.
Offers opportunities
for feedback and
reflection

Teachers are provided with time to reflect on, receive input, and make
changes to their teaching practices.

It is of sustained
duration

Adequate time to learn, practice, implement, and reflect is provided.

(Darling-Hammond, Hyler, & Gardner, 2017)
The second study on the characteristics of effective professional development that served
as a core text for this study was conducted by researchers at the American Institutes for Research
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in conjunction with Andrew Porter and Laura Desimone, and resulted in a number of
publications (e.g., Desimone, 2009; Desimone, Porter, Garet, Yoon, & Birman, 2002; Garet,
Porter, Desimone, Birman, & Yoon, 2001). Their research drew from data they collected to
evaluate the Eisenhower Professional Development Program, which supports professional
development for teachers in the areas of science and mathematics, and is federally funded. To
examine the relationship between professional development features identified in the literature
and the changes teachers report in their knowledge, skills, and classroom practices, they created
a set of scales to describe the characteristics of Eisenhower program activities and then
empirically tested and measured the characteristics’ effects on teacher outcomes. The
characteristics identified by this team fall into two categories—core features and structural
features—and are outlined in Table 2-2.
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Table 2-2
Features of Effective Professional Development
Core Features
Focus on Content
Knowledge

Description
The degree to which the activity is focused on improving and deepening
teachers’ knowledge of the content they are teaching.

Opportunities for
Active Learning

Opportunities for teachers to become actively engaged in the meaningful
analysis of teaching and learning (for example, by reviewing student
work or obtaining feedback on their teaching).

Coherence with
Other Learning
Activities

Incorporating experiences that are consistent with teachers’ goals and
aligned with state standards and assessments, and by encouraging
continuing professional communication among teachers.

Structural Features
Form of the
Activity

Description
The type of activity: traditional or reform-type. Traditional forms of
activities include within-district workshops, courses for college credit,
out-of-district workshops, and out-of-district conferences. Reform-types
include teacher study groups, teacher collaboratives or networks,
committees, mentoring, internships, and resource centers.

Collective
Participation

Professional development that is designed for groups of teachers from
the same school, department, or grade level.

Duration of the
Activity

Sustained over time-- longer activities are more likely to provide an
opportunity for in-depth discussion of content, student conceptions and
misconceptions, and pedagogical strategies and allow teachers to try out
new practices in the classroom and obtain feedback on their teaching.

(Garet, Porter, Desimone, Birman, & Yoon, 2001)
The two studies share similarities in their findings. Both recognize the importance of
connecting the professional development activities to the discipline-specific content knowledge
of the teachers’ work. Both frameworks also position active learning and collaboration as
necessary components for effective professional development. While the framework created by
Darling-Hammond and colleagues (2017) names collaboration as such, in the Garet et al. (2001)
framework, collaboration is implied in the feature of collective participation. The final similarity
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is a reference to time, or duration, of the professional development experience, with both
frameworks recognizing the need for professional development to be of sustained enough
duration to provide teachers adequate opportunities for learning to be adapted into their practice.
A difference in the two studies’ findings is the way in which they position how the
professional development should occur. In Garet and colleagues’ (2001) framework, they refer to
the type of professional development, noting either traditional or reform-type. Traditional forms
of activities include within-district workshops, courses for college credit, out-of-district
workshops, and out-of-district conferences. Reform-types include teacher study groups, teacher
collaboratives or networks, committees, mentoring, internships, and resource centers. In the
framework created by Darling-Hammond and colleagues (2017), they speak to specific actions
that often occur in reform-type professional development. Specifically, they name these as using
models and modeling effective practices, providing coaching and expert support, and offering
opportunities for feedback and reflection.
Taken together, these two studies provide a strong argument for a set of characteristics
that increase the likelihood that professional development will have its intended effect—
improved teacher knowledge that leads to changes in teachers’ instruction and improved student
learning. More detail about how these studies formed the basis for the coding scheme and
analysis used in this study will be shared in subsequent chapters.
Summary
Professional development for in-service teachers is an area of much research and
documentation in the literature. Researchers have spent considerable time defining professional
development and documenting the traits that increase its probability of effectiveness. However,
we know little about what professional development is offered to teachers and how teachers
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make decisions about their participation in professional development. This study attempts to
shed light on the current professional development experiences of the ESAs and teachers and
their decision-making processes, and then contrast those against the characteristics of effective
professional development that have been identified in literature. Exploring these concepts can
assist in setting a foundation on which future impact-driven research in the field of professional
development may develop.
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Chapter 3: Methodology
Rationale for the Study
Literature abounds on the purpose and effectiveness of professional development
practices for in-service teachers, which is seen as the mechanism for constructing teacher
learning opportunities, leading to changes in teacher practice and increased student achievement.
The factors that influence the decision-making processes school leaders and teachers use in
offering and taking up professional development opportunities are less understood.
Understanding how and why these decisions are made can assist the field in making betterinformed decisions about professional development offerings, leading to the provision of the
types of professional development that are more likely to impact teacher practice.
Research Methods
I begin by briefly overviewing the methods I used in the design and implementation of
this research. As the chapter unfolds, I provide more context for the design choices I made.
Research Design Overview
I conducted a mixed-methods sequential explanatory study. Figure 3-1 outlines the
phases of this study. In the first phase, a data set was collected from participating ESAs. This
data set constituted secondary data, as it was not collected by the researcher but instead
represented a record of professional development offerings provided by the organization. The
data set, once anonymized, provided information on the professional development opportunities
taken up by teachers in their member districts from 2013-2014 through 2019-2020, the last full
school year before the research study began. The year 2013-2014 was significant in New York
State as that was the year the Common Core State Standards (CCSS) were introduced to New
York's teachers, resulting in a renewed interest in teacher's professional development
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opportunities. The data set consisted of the workshops and sessions hosted by the ESAs
regionally and within individual districts. The data set also included numerous pieces of
information about each professional development opportunity.
Figure 3-1
Study Design

I analyzed the data set to understand trends in professional development activity. I then
used that information to develop a survey and make decisions about sampling and data collection
for Phase II of my study. Phase II of the study was the distribution of a survey for teachers and
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school leaders in the districts located within the two participating ESAs. The survey was built to
reflect the prominent ideas in the professional development literature and the information
acquired from the ESAs’ professional development data. For instance, the literature described
both traditional and reform-based professional development, and the survey asked teachers about
their experiences with both types of professional development. The ESAs’ data helped create
answer choices that demonstrated the actual types of professional development identified in the
data.
The analysis of the survey data from Phase II was intended to provide a thorough
quantitative analysis and create an interview guide to use with volunteer participants who had
responded to the survey. However, the survey responses were underwhelming. Because of this, I
adjusted course in Phase III, drawing on components of the survey to build interview guides for
school leaders and teachers. Finally, in Phase IV, I analyzed the entirety of the data collected (the
secondary professional development data, interview transcripts, and any related document
analysis) to answer my research questions.
Mixed-Methods Rationale
I chose to use a mixed-methods approach to the research questions undertaken by this
study because they included inquiries into patterns of professional development and the rationale
behind those choices. Mixed methods allow researchers to utilize multiple research techniques
and provide "greater depth, breadth, and richness of data" (Babbie, 2019, p. 112). Considering
timing and priority, the two characteristics often prioritized in determining the type of mixedmethods design a researcher chooses, a sequential explanatory mixed-methods design was
implemented (Creswell & Plano Clark, 2018). In a sequential explanatory mixed-methods
design, quantitative and qualitative methods are used in sequence, not simultaneously.
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Quantitative methods are used first to analyze data, and then qualitative methods are used to
explain the phenomenon under study further. In this study, data collection and analysis occurred
in waves. Data was collected and analyzed individually after each phase of the study, and in the
final phase, I brought all of the information together to derive a greater understanding of
decision-making processes that impact professional development. Such a method allowed me to
make the rationale behind the data patterns discovered in earlier phases of the research visible.
Deductive Coding
To analyze my data sets, I used a deductive coding approach. Deductive coding is a
strategy used in qualitative research that is based on an organizing framework. The framework
provides the themes from which the coding occurs (Bradley, Curry, & Devers, 2007; Braun &
Clarke, 2006; Burnard, Gill, Stewart, Treasure, & Chadwick, 2008). In my case, the frameworks
were Garet et al., (2001) and Darling-Hammond and colleagues’ (2011) pieces on characteristics
of effective professional development. The ideas from these articles provided a start list (Miles &
Huberman, 1994), from which I developed an a priori codebook. The codebook reflected the
concepts I expected to find in the data based on the ideas in the framework (Bradley et al., 2007).
Following the initial coding process, similar categories of codes can be collapsed,
creating higher order ones (Azungah, 2018). Furthermore, the codes can be cross-tabulated,
allowing the researcher to identify the relationships between the codes (c.f., Suter, 2012). In
Phase I of my study, I used deductive coding with the professional development data sets.
Deductive coding allowed me to count, tally, and otherwise interpret the quantity and
descriptions of the professional development data two Educational Service Agencies gave me.
In Phase III of my study, the interviews, I employed deductive coding to confirm, expand, or
refine the knowledge that was uncovered in Phase I (Hseih & Shannon, 2018; Mayring, 2000,
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2014). Deductive coding also requires a consistent unit of coding. In Phase III of my study, that
unit was small paragraphs of interview transcripts. Through coding the transcripts, the researcher
can reduce and condense the data based on content and meaning. Ultimately, this provides the
researcher with a structure to arrange codes in relation to each other, creating categories or
themes (Hseih & Shannon, 2018).
Because qualitative analysis aims to develop interpretations and understanding, the
findings of deductive coding are mainly presented as descriptive writing. The use of diagrams,
figures, and tables assists the researcher in communicating and presenting the interpretation of
findings (Hsieh & Shannon, 2018). Throughout the findings, data from the different phases of
my study is presented in narrative form, and I use figures and tables to assist my readers'
comprehension of the analyses.
This study was appropriate for a mixed-methodological approach and deductive coding
because it attempted to understand the professional development offerings in an established
region, their rationale, and teachers' participation in them. The study attempted to understand
what opportunities exist, as indicated by empirical measurements, and why those opportunities
existed, as indicated by the participants' experiences. The use of mixed methods allowed me to
collect the multiple types of data required to answer these questions individually, and the final
phase, when the different types of data were analyzed together, allowed me to develop more
specific and overarching understandings. These themes and understandings will be presented in
the next chapter.
Phase 0: Conjectures and Codebook Development
Before the call for research participants, I spent time using the literature on professional
development and my prior experiences as a school district teacher to draft two documents. The
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first is outlined in Table 3-1 through 3-3, where research questions, conjectures, and supporting
literature or researcher experience are correlated to the data collection and analysis strategies
outlined above, and sample questions for analysis are provided.
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Table 3-1
Phase 0 Conjecture Development: Research Question Two
Research Question: How much and what types of professional development are offered to teachers?
Conjecture

Supporting Literature or
Researcher Experience

Data Collection & Analysis

Sample Questions for
Analysis

Patterns will
develop within
districts and the
types of
professional
development that
their teachers
engage in (e.g.,
content, duration,
PD type, etc.)

School leaders bring their own
experiences and knowledge of
teaching, learning, and content
to their interpretation policies
and potential professional
development, which impacts
their promotion and support
(Scott Nelson, 1998)

Phase I: PD Data Set
Analysis of data looking at variables such as
duration (based on hours and frequency), CTLE
credit, topics, type of participation, etc.

How much PD was
provided?

Are there relationships between any of the
variables?
e.g., Do some BOCES lean more heavily
on one type of PD? Do any districts show
a preference for types of PD? What
months are the most popular for PD?
What types? What content areas are overor under-represented in the data?
See Data Components Tables 1, II, and III below

What time of the year
were PDs most offered?

How many participants?

Phase II: Surveys and Phase III: Interviews
Analysis of other sources of PD
Where/who else do
teachers credit with
their professional
learning opportunities?
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Patterns will
develop within
districts and the
types of
professional
development that
their teachers
engage in (e.g.,
content, duration,
PD type, etc.)

During my time as a school
district professional
development coordinator,
certain "types" of professional
development were often more
popular than others. I am
interested in knowing whether
teachers can articulate what
characteristics make different
professional development
attractive to them.

Phase I: PD Data Set
Analysis of various offerings and the numbers of
teachers that participated.

How much PD of each
“type?”
Most popular types
offered?
Most popular types
taken?

Phase II: Surveys and Phase III: Interviews
Opportunities to ask about the presentation
and selection of PD in general through the
survey and specific PD instances during
interviews.

When interviewed, do
teachers describe
characteristics that can
be attributed to different
“types” of PD (e.g.,
reform-type vs.
traditional type)?
Dig into the responses
of specific individuals
to analyze the variables
in Table IV below.
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Table 3-2
Phase 0 Conjecture Development: Research Question Three
Research Question: What factors influence the professional development offerings for teachers?
Conjecture

Supporting Literature or Researcher Experience

Data Collection & Analysis

Sample Questions for
Analysis

Leaders will express a
vision of instruction and
select PD opportunities
for their teachers that
are in line with that
vision

School leaders bring their own experiences and
knowledge of teaching, learning, and content to
their interpretation policies and potential
professional development, which impacts their
promotion and support (Scott Nelson, 1998)

Phase II: Surveys and
Phase III: Interviews
Opportunities to ask about
the presentation and
selection of PD in general
through the survey and then
about specific PD instances
during interviews

Is there a vision for
instruction that
includes a role for
professional
development?

Leaders beyond school
principals are influential
in making decisions
about the PD
opportunities offered to
teachers.

During my time working in instructional support
at BOCES, different schools assigned the
responsibility of professional development
planning to different roles. I’m interested in
understanding how teachers attribute the
influence of leadership--whether teachers, school,
or district leaders--to their PD choices.

Phase II: Surveys and
Phase III: Interviews
Opportunities to ask about
the presentation and
selection of PD in general
through the survey and then
about specific PD instances
during interviews

State and federal policy
changes impact the
professional
development

Bureaucrats don’t typically work actively to
undermine policy (Brehm & Gates, 1997), rather
they often don’t go to source materials and rely
on secondary sources for policy implementation.

Phase I: PD Data Set
Analysis of data regarding
PD offerings that coincide
with known policy changes

Dig into the responses
of specific individuals
to analyze the
variables in Table IV
below
How do teachers
learn about PD
opportunities?
What’s the procedure
for receiving
permission to attend
PD?
Was a shift in PD
opportunities noticed
during times such as:
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opportunities offered to
teachers.

Therefore, they are not resisting efforts or not
paying attention, but rather don’t have a good
understanding of the policy itself, which impacts
their ability to implement (Spillane & Callahan,
2000)

NGSS adoption, Next
Gen Standards
adoption, COVID
Pandemic
Phase II: Surveys and
Phase III: Interviews
Opportunities to ask about
the presentation and
selection of PD in general
through the survey and then
about specific PD instances
during interviews

How do the leaders
learn about new
policies?
What steps do leaders
take to help teachers
learn about new
policies?
How do policy
changes impact PD?
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Table 3-3
Phase 0 Conjecture Development: Research Question Four
Research Question: What factors influence the professional development offerings in which teachers participate?
Conjecture

Supporting Literature or Researcher
Experience

Data Collection & Analysis

Sample Questions for
Analysis

Patterns will develop within
districts and the types of
professional development that
their teachers engage in (e.g.,
content, duration, PD type, etc.)

While a school district administrator,
much of the assigning of PD
opportunities fell to the
administrators.
I am interested in knowing how
teachers perceive this.

Phase II: Surveys and Phase
III: Interviews
Opportunities to ask about the
presentation and selection of
PD in general through the
survey and specific PD
instances during interviews.

Do teachers articulate
satisfaction with the
control they have over
their PD?

Professional development systems
undervalue the role that informal
learning opportunities-- such as
hallway conversations-- can have on
teacher practice (Guskey, 1997)

Phase II: Surveys and Phase
III: Interviews
Opportunities to ask about the
presentation and selection of
PD in general through the
survey and specific PD
instances during interviews.

Teachers credit their informal
learning networks with having
an impact on their learning

Do leaders feel a
responsibility for
offering PD to teachers
that will be wellaccepted?
Do teachers recognize
other forms of learning
as having an impact on
their PD?
What other forms of
learning are teachers
engaging in?
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The second document I drafted was an initial a priori codebook (can be found as part of
the working codebook in Appendix A). Because I had some data that individual teachers not
associated with the study had provided to me the previous year and important findings from
previous studies as outlined in the literature I had reviewed, I was able to construct an outline of
the types of codes that might be relevant to the study. The information from the literature helped
me determine what information I was looking for in the data, while the data provided by the
teachers not associated with this study provided me with an idea of what other types of
information the data may contain. Hence the codebook took the structure of four different tables.
Each of these tables provided me with information about different types of data included in the
data set. For instance, the first table included only data components that did not require "coding"
by me. They were data points that were already in numeric format and provided me with context,
such as the dates and times of professional development. The second type of data in the
codebook was data I received from the participants that needed to be coded. This type of data
included the type of PD offered and the category within which the ESA performed the work,
which was based on the idea of “traditional” and “reform type” professional development, as
outlined by Garet and colleagues (2001). As data were collected and analyzed, I was able to fill
in this table with the exact language used in the participant data. The third type of data I included
in the codebook was data that would require interpretation by me. For instance, although one of
the ESAs supplied seminar titles and objectives, they did not specify content areas. I had to use
the titles and objectives to assign the PD event a content area (or not). Finally, the fourth table in
the codebook was a list of running questions that I developed and knew were not answered in the
codebook but could be flushed out in the surveys and interviews. An example of a question that
arose from the analysis of the secondary data set included whether certain professional
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development activities were mandatory or self-selected by the teachers. The conjecture charts
and a priori codebook drove my early development of the research design and data collection
strategies.
Phase I: Secondary Data Set
The acquisition and analysis of a secondary data set began with making decisions about a
sampling method.
Sampling. Sampling decisions in this study were made to allow for as much
generalization to the whole population as possible. The first layer of sampling was conducted to
narrow the entire population to a reasonable population for sampling. This was achieved by
determining which state would be the source of the sample. The information needed to make this
decision came from two data sources.
First, states’ populations of K-12 public school students were of interest. The Office for
Civil Rights collects and maintains data regarding education in the United States. According to
the 2013-2014 Civil Rights Data Report (the most recently released non-estimated data
available), there were 49,917,157 K-12 students in public schools in the United States
(www.ocrdata.ed.gov). Table 3-5 breaks down the public-school enrollment by each of the 50
states as a percentage of the whole United States enrollment. California has the highest
percentage of the United States’ K-12 public school student population at 12.52%, closely
followed by Texas at 10.36%. Wyoming and Vermont represent 0.19% and 0.17%, respectively.
Secondly, the number of professional development hours required of in-service teachers
by each state was of interest. The most reliable source for this information came from a 2009
policy brief written for the American Education Finance Society (Loeb, Miller, & Strunk, 2009),
which compared all 50 states' requirements. To accomplish this, they converted the requirements
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into semester hours and compared them across five years (Table 3-4). Kentucky and New York
State led the nation in required hours, at 15 and 11.5, respectively, while New Jersey required the
fewest hours (2). The average for the nation was 6.3 hours. Data for Michigan, Oklahoma,
Arkansas, New Mexico, and Hawaii could not be converted into semester hours (Loeb, Miller, &
Strunk, 2009).
As the research questions allude to the variety of professional development available to
teachers, it made sense to sample from a state requiring more than an average number of
professional development hours. Likewise, a state that represented a significant
proportion of K-12 public students would imply a similarly large number of teachers. For this
reason, New York State was chosen as the first layer of sampling. With the second-highest
requirement for professional development hours in the nation, and with 5.47% of its K-12 public
schools, it fits both criteria. Table 3-5 shows other states that were also considered as samples.
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Table 3-4
States’ K-12 Public School Enrollment and Professional Development Requirements
State

K-12 Public
School
Enrollment
(OCR,
2013)

Percentage
of US
Enrollment

Professional
Development
Required
over 5 Year
Period

State

K-12 Public
School
Enrollment
(OCR, 2013)

Percentage
of US
Enrollment

Professional
Development
Required over
5 Year Period a

CA

6,247,926

12.52%

8

OK

684,878

1.37%

unk.

TX

5,170,731

10.36%

8

KY

684,752

1.37%

15

NY

2,732,320

5.47%

11.5

UT

630,425

1.26%

5.5

FL

2,719,464

5.45%

6

OR

565,535

1.13%

4

IL

2,043,520

4.09%

8

CT

545,885

1.09%

6

OH

1,764,278

3.53%

6

IA

499,447

1.00%

6

PA

1,739,734

3.49%

6

MS

494,463

0.99%

6

GA

1,734,866

3.48%

6

KS

492,002

0.99%

8

MI

1,565,225

3.14%

unk.

AR

480,044

0.96%

unk.

NC

1,528,568

3.06%

8

NA

453,031

0.91%

6

NJ

1,335,583

2.68%

2

NM

337,132

0.68%

unk.

VA

1,275,691

2.56%

4

NE

305,694

0.61%

5

AZ

1,101,617

2.21%

8

ID

289,176

0.58%

6

WA

1,070,306

2.14%

8

WV

283,900

0.57%

6

IN

1,029,832

2.06%

4

HI

187,325

0.38%

unk.
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TN

987,509

1.98%

3

NH

186,574

0.37%

8

MA

947,212

1.90%

8

ME

174,434

0.35%

6

MO

903,897

1.81%

5

MT

144,327

0.29%

4

MD

881,294

1.77%

6

RI

140,595

0.28%

8

CO

877,264

1.76%

6

DE

135,171

0.27%

6

WI

871,853

1.75%

6

SD

134,831

0.27%

6

MN

856,940

1.72%

5.5

AK

128,992

0.26%

3

SC

745,597

1.49%

6

ND

104,213

0.21%

4

AL

740,893

1.48%

5

WY

93,382

0.19%

5

LA

708,787

1.42%

8

VT

83,893

0.17%

5

49,917,157

2.00%

6.3

50 State Average

a

Represented as semester hours (Loeb, Miller, & Strunk, 2009)
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Table 3-5
Relevant Information about States Considered for Sampling
PD Hours
Required

K-12 Public Student
Population %

California

8

12.52

Texas

8

10.36

11.5

5.47

North Carolina

8

3.06

Arizona

8

2.21

Washington

8

2.14

Massachusetts

8

1.9

Louisiana

8

1.42

Kentucky

15

1.37

Kansas

8

0.99

New Hampshire

8

0.37

Rhode Island

8

0.28

State

New York

(Loeb, Miller, & Strunk, 2009)
The second layer of sampling required finding a set of teachers within New York State to
study. New York is a diverse state with 732 school districts and 351 charter schools
(data.nysed.gov). Of the 2,732,320 K-12 public students in New York State, New York, Buffalo,
Rochester, Yonkers, and Syracuse account for 1,136,481 students or 41.6% of students.
Collectively, these five cities are referred to as The Big Five and operate under modified
regulations than those that govern the rest of the state’s districts (www.big5schools.org). Outside
of The Big Five, each district is assigned as a component district of an Educational Service
Agency (ESA). In New York State, these ESAs are referred to as a Board of Cooperative
Education Services (BOCES). The New York State legislature established BOCES in 1948 and
made them permanent in 1951 (www.boces.org). The 37 BOCES in New York State enables
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similarly geographically-located school districts to combine resources in an attempt to provide
services that may have otherwise been unattainable due to cost or efficiency. Furthermore,
certain purchases made through BOCES are eligible for enhanced financial assistance through
the state's education aid systems. Each BOCES is governed by a District Superintendent
(BOCES DS) who is simultaneously employed by the BOCES and the New York State
Education Department (NYSED). This arrangement positions the BOCES and its employees as
liaisons between their member schools and NYSED. While groups of school districts make up
each BOCES (and the number varies from as few as nine districts to more than 20 in one
BOCES), groups of 4-5 BOCES make up a Joint Management Team, which, while holding no
authority over individual districts, does expand the potential of collaborations across BOCES
(www.boces.org). The BOCES structure in New York State is not unique, as each of the 50
states operates Educational Services Agencies (ESAs) that provide some sort of regional support
to schools (www.aesa.us).
In New York, BOCES is entitled to provide an array of services to school districts, but
each BOCES can determine which services they will offer and the cost of each service to
districts. Despite this, most BOCES offer a core of services that include vocational education,
regional special education programs, and professional development. At BOCES, professional
development falls within the Instructional Support Services division, which also provides
component school districts with the opportunity to purchase access to other shared services such
as summer school, opportunities to integrate the arts into education, and the sharing of regional
curriculum materials. With additional state aid funding to professional development offerings
through a BOCES, many districts utilize the Instructional Support Services division as a primary
component of the professional development they offer to their teachers. Therefore, it made sense
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to use BOCES regions as a sampling unit that represented the work of the whole population to
learn more about the professional development practices and opportunities of teachers and school
leaders.
To sample the BOCES, I generated a flyer describing the project and emailed it to a
BOCES representative with access to an email list-serv that connects with Instructional Support
Services school leaders from each BOCES in the state. Interested BOCES were asked to contact
me by the end of March 2021. I received three inquiries as a result of the call for interested
parties. Two were from BOCES. I have given them the pseudonyms BOCES A and BOCES B for
this study. Throughout this study, citations related to the BOCES that would reveal their
identities are truncated to “citation removed to maintain anonymity,” and the descriptions given
here are done so with the intent of not revealing their identities. BOCES A is a relatively large
BOCES in NYS, both in terms of the geographical area that it covers and the number of school
districts it serves. It serves over 20 school districts in a rural geographical area of more than
2,000 square miles, with more than 15,000 students. Many of the districts in BOCES A are
classified as rural, high-needs districts by NYSED (citation removed to maintain anonymity).
This indicates that they have both a low population rate and a low wealth ratio, requiring higher
than average funding by NYSED. BOCES A has an extensive Instructional Support Services
division that employs more than ten individuals whose responsibilities include providing
professional development for its districts. Some of these individuals are specialists in a discrete
area (e.g., literacy), while others provide professional development on various topics. Each year
BOCES A creates a catalog of professional development events that are shared with its
participating districts. Districts can choose to send teachers to these professional development
opportunities, but they can also request the support of the BOCES A professional development
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team on an as-needed basis. When professional development opportunities are developed and
offered through the catalog, they are considered "regional" events; when the professional
development specialists are invited into a district or school to provide specialized professional
development only to that district's or school's teachers, the events are categorized as "ondemand." Regardless, both are cataloged in the professional development tracking system used
by BOCES A.
BOCES B is a small BOCES in a rural area of New York State. It serves fewer than ten
school districts and approximately 11,500 students. Two of the districts in BOCES B are
considered small-city school districts, and BOCES B has a much smaller Instructional Support
Services team than BOCES A (citation removed to maintain anonymity). While they also
facilitate professional development through a regional and on-demand model, the requests for
their support are substantially less than the requests BOCES A receives. While neither BOCES A
nor BOCES B is completely representative of the entire state, taken together, they do provide a
representative picture of the variety of professional development being offered to teachers
throughout the state.
The third inquiry was from a representative in a department at the New York State
Education Department who asked about the possibility of including their data in the study. I was
open to this idea and offered to discuss the list of desired data with the department’s
representative. However, after the list of requested data was shared, the NYSED representative
determined it was too much data to pull together at the time. BOCES A generated and sent me
the requested data right away. After a week, I followed up with BOCES B about their interest,
their representative confirmed their participation, and the data was sent to me.
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Before implementing the study, I decided that for data management purposes, the study
would only accept up to three BOCES. If more than three BOCES completed the survey
identifying their interest in participating, each BOCES would be given a number corresponding
to the order in which their application was received, and a random number generator would be
used to select the participants. However, this was not the case as only two BOCES, BOCES A
and BOCES B, inquired about and agreed to participate. Therefore, the study went forward with
these BOCES as participants.
Data Collection and Analysis. The first phase of data collection and analysis was
completed using the secondary data set. The goal of this phase was to identify trends in the
professional development data. Specifically, I was interested in understanding the professional
development offered and taken up the most, by what teachers, and in what contexts.
Additionally, the information from the data set informed me about the goals for each
professional development opportunity and the timeframe across which the activities occurred.
Without this information, I would not have the information needed to customize the survey and
interviews to the participants' contexts.
The secondary data set received from BOCES A was in the form of three separate
Microsoft Excel files. Each of these files contained some of the information that I was interested
in examining. Upon inspection, however, none of the three files contained all of the data of
interest, and each of the three files was sorted differently, with some files containing more
individual PD events than others. Data cleaning--the process of ensuring the variables in the
dataset are ready for analysis (Ruel, 2019) --was then undertaken. I created a master data file for
BOCES A. Copies of the original files were made and used to contribute to the master file to
maintain the integrity of the data in the original files. I then sorted each working file by date and
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seminar name to begin comparisons across the three files. Within the master spreadsheet, all
relevant information for all of the entries was combined. Some of the entries were still missing
extensive information, and I contacted the liaison at BOCES A. A representative from BOCES A
confirmed that the entries that were missing information were professional development
opportunities that had been offered but then canceled for various reasons. I removed these entries
to a separate page in the master file called "Cancellations." This data spanned the timeline of July
1, 2016, when BOCES A created a new system for tracking professional development, and June
30, 2020, the cut-off date for data included in this study.
Following the creation of the master file, I made files by school year both for ease of
analysis and because the working file was too unwieldy for my computer system. Within each
yearly file, I began a second level of data cleaning. Using various information within each record
(e.g., audience, category, and seminar name), I culled from the record any entries that were not
targeted toward teachers or that included the term "Regional Scoring." This decision was made
for two reasons: first, some of the entries in the records were professional development
opportunities for administrators or related service providers (i.e., school psychologists, speech
therapists, etc.). As administrators’ and related service providers’ professional development is
not the focus of this study, those entries were culled. Secondly, Regional Scoring in BOCES A
referred to a series of specific events that the BOCES organized to provide student assessment
scoring services to its districts. Although these events included teachers, they are not viewed as
professional development, and therefore did not meet the requirements of the study.
After each yearly file was clean, I set about coding each PD entry. To accomplish this, I
used the a priori codebook I had developed based on the literature on effective professional
development. Garet and colleagues (2001) and Darling-Hammond et al. (2017) both referenced
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duration, active participation, collaboration or collective participation, and content as
characteristics associated with effective professional development. Additionally, Garet and
colleagues (2001) also made reference to the type of professional development and coherence.
Therefore, I started with the data that was provided by the BOCES and did not require
interpretation but needed to be translated to a number-based code. For instance, to tell which
category the PD event fell within, I used the column that had the BOCES-provided heading
"Subcategories" and then made codes 1 - 29 for each of the different titles provided by the
BOCES. This process was repeated for the other data included in part two of the codebook (the
whole codebook can be found in Appendix A). Then, I moved on to code the information
included in part three of the codebook: data that could be partnered with other data pieces in the
PD entry and which I could make inferences about. For example, I was interested in knowing
whether the PD entry included opportunities for the participants to engage in active learning.
Therefore, using the information provided in the Objectives, Short Description, and Long
Description, I asked the following questions: "Are participants able to try out the instructional
strategies they are being taught?" and "Do the objectives make it clear that the teachers are
engaging as learners?" If the answers to those questions were "yes," then I coded the active
participation column with a "1". As all of this coding took place, I kept a running table of
questions that could be investigated in future phases of the study, but which were sparked by the
data generated in the PD data.
Once the coding was completed for each year, I created a summary page that tabulated
the information in each year's file. To do this, I wrote Excel formulas that queried and counted
the codes in the larger sheet. I could see important information at a glance from these summary
sheets, and a master summary sheet that combined all of the year's summary sheets was created.
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The results of these summary sheets were reviewed, and questions that could be asked in the
surveys and interviews were added to that portion of the codebook. For instance, I noted that
many of the professional development opportunities focused on technology did not correlate with
a content area code. This led me to develop a question in the survey that asked about the
percentage of professional development that teachers spent on technology versus content versus
pedagogical strategies, and so on.
After the master summary sheet was made, I went back to the yearly files and used those
to build new files that focused on teachers' participation in PD events within the individual
districts in the BOCES. These sheets made apparent exactly how many teachers the district had
sent to each PD offering conducted by the BOCES. Each of these sheets simplified the
presentation of the data, which allowed me to pick up on some trends and develop more
questions that could be explored in the surveys and interviews. For instance, I noted that in many
instances, individual districts sent only one teacher to a PD offering. This generated a question
on the survey that asked about teachers' preferences for attending PD with colleagues or alone.
To proceed, I wanted to select and investigate case districts from within the data set. To
do so I used a randomization tool. Randomization is a method of experimental control typically
used in biological and human sciences (Suresh, 2011). With randomization, participants are
chosen at random, or without influence from the researcher. This helps to protect against
selection bias and increases the likelihood that the treatment and control groups are comparable
(Suresh, 2011). However, randomization as a method is not universally applicable to all research
questions (Clay, 2010). In the case of this study, randomization was only used to select case
districts, and after selection, statistical analyses were performed to ensure the selected cases were
comparable.
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Using a randomization tool, six districts were selected from BOCES A to serve as case
districts. These were districts E, F, K, L, and O. For each district, I created a district profile,
which took all of the previously coded data from the individual yearly data files and condensed it
into one spreadsheet per district. To ensure that the case districts were representative of the
BOCES as a whole, SPSS was utilized to run one-way ANOVA tests on variables of interest.
These variables were: multiple days, active participation, and collective participation. The
ANOVA test on active participation revealed no significant differences between groups, but the
ANOVA tests on collective participation and multiple days did reveal some statistically
significant differences between groups. Results from the ANOVA tests are presented in full in
Appendix B. To follow up on these differences, I ran a Tukey test that compared the means of
the case districts to each other, the overall case district mean, and the mean of the region as a
whole. All of the Tukey tests revealed no statistically significant differences (see Appendix C for
more information). Therefore, I felt comfortable determining that the case districts selected were
similar enough to each other and the whole region to proceed with comparisons.
A secondary data set was also received from BOCES B. This data set was in one
Microsoft Excel file that documented approximately 1100 professional development cases
between July 1, 2016, and June 30, 2020. Although I asked the BOCES to redact the names of
the school districts, BOCES B did not do so. Therefore, I noted that many of the events listed in
their file were provided to school districts outside of their BOCES region. As these districts did
not meet the qualifications for the study, I removed these cases. I also determined that the cases
in the file did not represent individual professional development events; instead, they represented
individual teacher attendance at professional development events. Therefore, I was able to merge
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events and track the number of participants by the district. These two actions resulted in a
reduction of the size of the data set to 348 events. I then repeated the same steps used with
BOCES A to code the BOCES B data set for characteristics of effective professional
development (i.e., multiple days, collective participation, active participation, and content focus).
As discussed earlier, the data provided by BOCES B was not as robust as the data provided by
BOCES A, which precluded me from doing much of the same analysis as I did on BOCES A’s
data. The result of this means that my findings are somewhat limited. While I had originally
intended to do extensive comparisons between BOCES A and BOCES, the lack of correlating
data meant that the types of comparisons I was able to achieve were limited to the data I was
provided. Despite this, the findings presented in Chapter 4 are valid given the data that I was able
to analyze.
Phase II: Teacher and School Leader Surveys
As described above, the data set analysis led to a list of considerations for the
development of a survey. According to the Oxford Dictionary of Statistical Terms, surveys
examine "...an aggregate of units, usually human beings or economic or social institutions"
(Dodge 2010, p. 398). Such units provide a way of gathering information about large populations
from their members to construct quantitative descriptors of the population as a whole (Groves,
Fowler, Couper, Lepkowski, Singer, & Tourangeau, 2008). Surveys have a rich history in social
science research (Joye, Wolf, Smith, & Fu, 2016), and as such, come with their considerations
for maximum effectiveness. For instance, the response rate is always a concern with survey
responses. This implicates the tailored design model of surveys (Dillman, 2000) to generate the
highest likelihood that respondents will complete the survey. By considering the sample

70
population and the survey content, the tailored design model works to increase the respondent's
trust in the survey process, thus increasing survey response rates (Dillman, 2000).
A second consideration for survey response rates is the mode of the survey.
Technological advances expanded survey options to the telephone in the 1960s, computerassisted face-to-face surveys in the 1980s, and internet surveys in the 1990s (Vehovar &
Manfreda, 2008). Electronic (online) surveys are distributed via an internet link, allowing
respondents to participate in the research regardless of their location (Mathison, 2005).
Furthermore, because electronic surveys similarly appear on the computer screen to how they
would appear in physically printed materials, they can be customized to include a range of
question types, including multiple-choice, ranking, Likert-scale, and short- or long-response
styles (Mathison, 2005). The electronic nature of the survey also allows for customization based
on the participant's response, making it adaptable to the respondent's experiences, and after the
survey, the respondent can submit their responses with a simple click (Mathison, 2005).
Responses are then stored as raw data on a server that the researcher can access via username
and password combination, where they can be downloaded or exported to analysis software
(Mathison, 2005). Given the advances in technology, the ubiquitous nature of the internet, and
the popularity of electronic surveys, electronic survey techniques have advanced to include and
consider best practices for distributing and responding to surveys online. For example, visual
design and layout were essential components of mail-based surveys that need to be considered in
the preparation and distribution of electronic surveys. Visual design and layout "underlie the
processing, comprehension, and use of visual information to be understood" (Dillman, 2002, p.
482). The design and visual aesthetic of a survey contribute to the respondents' willingness to
engage, and in some cases, their ability to follow instructions, thus reducing survey error
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(Redline & Dillman, 2002). Therefore, I decided to use the university-provided survey service,
Qualtrics.
Qualtrics is a specialized internet-based software program that allows for the
development, distribution, completion, and analysis of online surveys. Using the online system, I
created a new project using the Quick Survey Builder option. The survey was constructed as one
comprehensive document that was responsive to the respondent's role. After consenting to
participate, the survey was designed so the participant was asked to select their primary and
secondary roles in their schools. Those who selected the primary role of "teacher" were met with
a list of customized questions for teachers. Respondents who selected a primary role associated
with leadership were directed to a list of questions customized for people who have input into
making decisions about professional development offerings. Those respondents who selected a
primary role of “Other” were determined to be not eligible for the survey but thanked for their
interest.
I made two decisions in constructing the survey that, while not abnormal, are not entirely
typical of survey research. The first was in regards to criterion validity. Criterion validity is a
term used to describe how well scores on one predictor, or measure, predict scores on a second
measure (Salkind, 2010). Investigating the criterion validity helps to ensure that the researcher is
accurately measuring the relationship between the two measures, and not something else
(Salkind, 2010). For this study, I decided to borrow questions from multiple existing survey
sources. I made this decision as these surveys have been proven reliable and valid, meaning both
that the constructs which the authors are trying to measure are indeed the constructs being
measured, and that if the survey was to be replicated with a similar group, similar results could
be expected. For these reasons, and because the constructs the surveys measured were the same
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constructs of interest in my study. The second decision I made was not to take these surveys in
their totality but to shorten them by selecting only those questions that measured constructs I was
interested in. These decisions were made after consultation with research literature that
demonstrated that shortening survey length was correlated to increased or similar response rates
(Allen, 2016; Beebe et al., 2010) without impacting the study's results (Allen, 2016).
The first source of survey questions I drew from was the National Survey of Science and
Mathematics Education 2018 (NSSME+). This survey is sponsored by Horizon Research,
Incorporated (HRI). HRI was founded in 1987 and provides consulting services related to
research, evaluation, and technical assistance in STEM education (www.horizon-research.com).
For the past 40 years, with funding from the National Science Foundation, it has conducted the
NSSME, which bills itself as providing "authoritative data on mathematics and science education
in the US'' (www.horizon-research.com/NSSME). The second source of the questions for the
survey was the Teaching and Learning International Survey 2018 (TALIS), sponsored by the
Organization for Economic Co-operation and Development (OCES). The TALIS is administered
to over 260,000 teachers in 15,000 schools across 48 countries and asks teachers and school
leaders about their working conditions and learning environments
(www.https://www.oecd.org/education/talis/). The final source of questions was the running
record of questions and ideas formed during the analysis of the professional development data
set. Table 3-7 shows the content or information each question was attempting to acquire, the type
of question that was developed, and the source of the question.
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Table 3-6
Construction of the Survey
All Respondents
Question
Number

Question Content

Question Type

Question Source

1

Consent Form

Dichotomous

Researcher Developed

2

Primary Role

Multiple Choice

Researcher Developed

3

Secondary Role

Multiple Choice

Researcher Developed

School Leader Block
Question
Number

Question Content

Question Type

Question Source

1

Define Professional Development

Open Response

Researcher Developed

2

Quantity of PD

Multiple Choice

NSSME+ 2018 a

3

Quantity of BOCES PD

Multiple Choice

Researcher Developed

4

Timing of the Last PD

Multiple Choice

NSSME+ 2018

5

Feelings about PD

Multiple Choice

Researcher Developed

6

Input into PD

Likert Matrix

Researcher Developed

7

PD Types

All that Apply

NSSME+ 2018

8

Timing of PD

All that Apply

NSSME+ 2018

9

Barriers to PD

Likert Matrix

TALIS 2018 b

10

PD Satisfaction

Likert Matrix

Researcher Developed

11

Various PD Questions

Likert Matrix

Researcher Developed

12

PD Characteristics

Likert Matrix

NSSME+ 2018
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13

PD Topics

All that Apply

TALIS 2018

14

PD Instruction

Dichotomous

Researcher Developed

15

Interview Participation

Dichotomous

Researcher Developed

Teacher Block
Question
Number

Question Content

Question Type

1

Define Professional Development

Open Response

Researcher Developed

2

Quantity of PD

Multiple Choice

NSSME+ 2018

3

Quantity of BOCES PD

Multiple Choice

Researcher Developed

4

Timing of Last PD

Multiple Choice

NSSME+ 2018

5

Input into PD

Likert Matrix

Researcher Developed

6

Timing of PD

All that Apply

NSSME+ 2018

7

Feelings about PD

8

Barriers to PD

Likert Matrix

TALIS 2018

9

PD Satisfaction

Likert Matrix

Researcher Developed

10

Various PD Questions

Likert Matrix

Researcher Developed

11

PD Types

All that Apply

NSSME+ 2018

12

PD Characteristics

Likert Matrix

NSSME+ 2018

13

PD Topics

All that Apply

TALIS 2018

14

PD Instruction

Dichotomous

Researcher Developed

15

PD Impact

Dichotomous

TALIS 2018

Multiple Choice

Question Source

Researcher Developed
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16

PD Impact Follow-Up

All that Apply

TALIS 2018

17

PD Impact Follow-Up II

Short Response

Researcher Developed

18

Interview Participation

Dichotomous

Researcher Developed

a

The National Survey of Science and Mathematics Education

b

The OECD Teaching and Learning International Survey
Following the construction of the survey, I sought and received IRB approval to

conduct Phase II, teacher and school leader surveys. To deliver the surveys, I sought and found
a computer code writer who extracted the email addresses of all employees from the websites
of the school districts that comprised BOCES A and BOCES B. This resulted in approximately
3,500 email addresses across 31 school districts. I used this data to send a series of blind
copied emails to school employees requesting participation in my survey. Appendix D contains
the introductory communication, the consent document, and the survey. After two weeks, only
nine surveys had been completed, with only five being usable. One theory for this low
participation rate is the impact that email spam filters may have had on the delivery of the
email. The low participation rate required a change in plans, which necessitated an IRB
amendment. In this amendment, I asked for and was granted permission to add an incentive to
the survey (one $100 Amazon gift card drawing for participants; the gift card was eventually
awarded to an interview participant selected using a random number generator) and change
recruitment methods. In this round, I specifically emailed the superintendents of the school
districts in each BOCES and asked them to forward my email requesting participants to their
school leaders and teachers. The timing of this email was not ideal, as it was sent in late June
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when schools and teachers were preparing for the summer, and I received zero additional
responses to the survey.
Following the lack of success with garnering participants through the survey, I
consulted with my committee members, and we agreed that moving on to Phase III, the oneon-one interviews with teachers and school leaders, would be ideal. I then turned my attention
toward developing the interview tools.
Phase III: Interviews of Teachers and School Leaders
To move forward with my study, I prioritized developing my interview guides to gain
IRB approval. In my original research design, I intended to use the results of the analysis of the
professional development data sets and the results of the teacher and school leader surveys to
develop a series of interview questions. However, once my committee approved the decision to
move away from the survey, I lost a key data source to develop those questions. I also
recognized that I still needed to obtain some of the information initially designed to be collected
through the survey. Therefore, my strategy for designing the interview questions morphed from
using the survey responses to drive my questions to decide which were the most important and
appropriate for the interviews.
In the end, I created two interview tools. One tool was an interview guide for teachers
and asked about their own experiences with professional development and factors they
considered when making decisions about their professional development. The second tool was an
interview guide for school leaders. It included questions about the professional development they
recommended and approved for their teachers and factors they considered important when
making those decisions. The interview tools, along with the interview recruitment email and the
consent form, can be found in Appendix E. Each interview tool was limited because I wanted to
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keep the interviews to 45 minutes or less to honor my participants' time and increase the chance
they would be willing to talk to me. After the interview tools were completed, I submitted them
along with an amendment outlining the interview process for IRB approval.
Sampling. Sampling was the next issue I turned to. Initially, the third phase of the study
consisted of semi-structured one-on-one interviews with in-service teachers and school leaders
from schools within the two BOCES that provided professional development data in Phase I and
responded to the survey in Phase II. The interviewees were selected from the pool of the survey
completers who indicated they were willing to participate in a follow-up interview. However,
given the poor survey response, the committee and our institution’s review board agreed to a
revision to alter my recruitment method, using the few survey responses that indicated an interest
in participating in an interview to drive a snowball sample. Snowball sampling refers to
recruiting research participants in which a participant recruits other people they know to
participate in the study, and those new participants then recruit other new participants (Allen,
2017). Through snowball sampling, I gathered additional participants by asking current
participants for the names and contact information of teachers and school leaders they knew,
who qualified for the study, and who might be willing to speak with me. This sampling
methodology allowed for the sample size to accumulate as time went on. Although this
methodology removes the random nature of research subjects and means that results are less
likely to transfer to similar situations, it was appropriate due to the difficulty I had in recruiting
research subjects (Allen, 2017). However, it also meant that because I had initially received
survey results from teachers and school leaders in only one of the two BOCES, my snowball
sample came from only one of the BOCES. These proposed changes to the research protocol
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were submitted to our IRB along with two interview guides I created--one for teachers and the
other for school leaders.
It is important to note here a limitation of the study’s design. Because I wanted to
understand the relationship between the professional development that was offered to teachers
and the professional development in which teachers decided to participate, it was important to
maintain the same sampling frame for the entire study. Therefore, once the sampling frame of the
two BOCES was established, in future phases of the study I could only further narrow the sample
to school leaders and teachers within those BOCES component schools. Therefore, the diversity
of the participants was limited by the corresponding diversity of the participating BOCES. In this
phase of the study, that lack of diversity was on full display. BOCES A is comprised of two
counties. The racial demographics of those two counties are 90.6% and 97% white, with the
second-largest racial group being Native American/Alaskan Native (3.7% and 0.8%,
respectively).
Data Collection. Following IRB's approval of these changes, I contacted individuals who
indicated they were interested in participating in a survey. This began the process of interviewing
participants and transcribing the interviews. The snowball sampling method worked well, and I
scheduled interviews using a fairly standardized protocol. After potential participants indicated
their interest, we exchanged a series of communications (either texts or emails) to confirm a date
and time for the interview. I then sent them an email with a link to the Zoom platform and
included the consent document. At the interview, I entered the Zoom room and made sure the
platform was recording. When they entered the room, I greeted them, then asked if they read the
consent form, if they consented to the interview, and if they consented to be recorded. All
participants responded in the affirmative.
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I then proceeded with the interview, using the interview guide as a tool to drive the
interview. Follow-up questions were asked as needed. After each interview, I thanked the
participant and told them they would receive an email from me with the Amazon gift card
drawing link. I also asked them to consider sharing my contact information with colleagues they
thought might be interested in participating in my study. I then sent an email with both of those
pieces of information to the participant.
Multiple characteristics are often used during the interview and data collection processes
in qualitative interview research to assess the study's validity, reliability, and trustworthiness.
One such characteristic of validity refers to the appropriateness of the tools, processes, and data
used to gather the data. Essentially, the researcher must consider whether their choice of
methodology is appropriate given the research question (Maxwell and Chmiel, 2014). Because I
hoped to learn about the decisions that school leaders and teachers were making, it was
appropriate to talk directly to school leaders and teachers. Additionally, the interview guide I
developed was based on the a priori codebook which was tied to the background literature on the
topic. Additionally, I added to the codebook based on the patterns that emerged from the
quantitative data in the earlier phase.
Reliability is another means for assessing the quality of qualitative research. Reliability
evaluates the data collected and attempts to discern its accuracy by comparing it internally to
other data collected to look for consistency and coverage (Maxwell and Chmiel, 2014). This can
be accomplished through a constant comparison coding methodology or through the use of
additional coders with inter-rater reliability checks. In this study, reliability was established
through the use of the codebook, which set out a structure for coding, through re-reading and
recoding transcripts when new inductive codes were developed, and through the use of a coding
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“auditor” who read a subset of transcripts and used the codebook to identify any themes that I
may have missed.
The goal of these characteristics is to ensure that the data is trustworthy and thus has the
ability to be generalized. In qualitative studies, the idea of generalization is more closely
associated with “fit” than sureness. Schofield (2002) talks about generalizability not in terms of
how sure we can know something and extrapolate it with certainty to another identical situation,
but that we should design qualitative studies in a way that enhances our ability to apply we learn
to other similar situations. This can be achieved by developing trustworthiness in the data and the
findings.
Establishing trustworthiness can be done by giving attention to exposure and saturation
(Guest et al., 2006). Exposure refers to the amount of time spent with the interview subjects and
varies depending on the study's goals. Often, in qualitative interview research, these goals are
either achieving maximum variation or identifying common themes. Going into my interviews, I
recognized that the decisions I made about my sampling frame would impact my ability to
achieve maximum variation. Because I chose to narrow the interviews to teachers and school
leaders within one BOCES geographic region of the state, I knew that I was limiting my ability
to generalize from my findings and achieve maximum variation in my data collection. It is
reasonable to assume that the information learned from teachers in one BOCES area is not
entirely applicable or representative of teachers in another area of the state, especially given the
chances that those BOCES exist in radically different contexts. Therefore, within the sample I
collected, my main focus was on identifying common themes. With this in mind, I set about
conducting my interviews with an eye toward exposure and saturation, allowing me to make
claims about the commonality of themes.
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Ultimately, I conducted 28 interviews with teachers and school leaders for this study. Of
those interviews, 22 were conducted with teachers representing a range of content areas and
grade levels, and six were conducted with school leaders (including three principals, two
instructional coaches, and one professional learning leader). Table 3-7 records interview
participants (pseudonyms are used), school district, position, experience, grade level, and content
area. Additional participant demographic information and frequencies are included in Table 3-8.
The interviews occurred between September 29, 2021, and October 19, 2021, a three-week
period. All interviews were conducted via Zoom, except for two interviewees who preferred
phone calls. The interviews lasted between approximately 14 minutes and 59 minutes, depending
on the talkativeness of the participant and their experience with professional development
opportunities. The newer teachers—especially those that had begun teaching during the COVID19 pandemic, had fewer professional development experiences to draw from. The average
interview time was just over 28 minutes. Altogether, I conducted 787 minutes, or just over 13
hours, of interviews. All interviews (even the phone interviews) were recorded via Zoom.
Following each interview, I went to my participant spreadsheet and gave the participant a
pseudonym. While I waited for their recordings to process, I generated a researcher memo
specific to that interview using Google Docs or recording audio of myself via Zoom. The intent
of each of these memos was to collect my thoughts about the interview process, that particular
interviewee and note any specific answers or exchanges that I thought might be significant later.
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Table 3-7

Interview Participants
Pseudonym

District

Position

Years of
Experience a

Grade Level b

Content

Agatha

E

Teacher

34

7-12

Science

Amelia

D

Teacher

31

5th

Generalist

Bruce

D

Principal

12 SL/8 T

PK-3

Candy

B

Teacher

21

7-12

Art

Doug

B

Teacher

37

K-12

Music

Emma

B

Teacher

32

K-12+

Mathematics

Fran

B

Teacher

20

K-6

Generalist

E

Professional
Learning Leader

1 SL/15 T

K-12

Jane

A

Instructional
Coach

23

K-12

Mathematics

Jean

B

Teacher

22

9-12+

ELA

Jeff

A

Teacher

2

11-12

Criminal Justice

Kara

B

Teacher

20

9-12

ELA

Kelsy

C

Teacher

21

6th

ELA

Lisa

A

Instructional
Coach

25

K-12

Literacy

Luna

B

Teacher

31

K-12

PE

Margaret

C

Teacher

30

K-6

Generalist

Marla

C

Teacher

22

K-6

Generalist

Noel

A

Teacher

22

11-12

Criminal Justice

Oliver

A

Principal

10 SL/6 T

9-12

Patty

D

Teacher

34

K-12

Speech

Paul

F

Teacher

33

K-6

Generalist

Rick

F

Teacher

25

K-6

Generalist

Sara

B

Teacher

3

9-12

Earth Science

Shari

B

Teacher

4

6th

ELA

Isabel
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a
b

Sheldon

E

Teacher

22

9-12

Physics

Sophie

E

Principal

6 SL/6 T

7-12

Tony

B

Teacher

2

9-12

Social Studies

Wilma

B

Teacher

27

K-6

Generalist

SL indicates years as a School Leader; T indicates years as a teacher
12+ indicates teaching responsibilities extend into college courses offered in high school

Table 3-8
Interview Participant Demographics
Variable (n = 28)

Frequency

Percentage

White

28

100.0

Other

0

0.0

Male

10

35.7

Female

18

64.3

Principal or Other School Leader

4

14.3

Teacher

22

78.6

Instructional Coach

2

7.1

1-9

6

21.4

10-19

2

7.1

20 - 29

12

42.9

30+

8

28.6

Race

Sex

Role

Years of Experience a

a

In current role
After the Zoom files were processed, I downloaded both the audio and video files of the

interviews and saved them in my Syracuse Google Drive under the participant's pseudonym. If
appropriate, I also took the audio files of the interview and debrief memo and uploaded them to

84
Scribr.com, a paid transcription service. I used Scribr's automatic transcription service, which
was approximately 95% accurate. Upon receiving the transcript, I changed any references of the
participant's name to their pseudonym, reviewed each transcript for accuracy, used the audio
recording files for comparison when needed, and saved a copy of the transcript to my Syracuse
Google Drive. Finally, I saved the researcher memo—either the text transcript generated by
Zoom or my written memo—to my Syracuse Google Drive. The interviews resulted in 234 pages
of transcripts. Each debrief memo was approximately one page, for a total of another 28 pages of
data.
Data Analysis. I attempted to complete the first round of data analysis on the interview
transcripts in close timing to the completion of each interview. Once a transcript was deemed
complete, it was immediately uploaded to NVivo release 1.5 for Mac. NVivo is software for
conducting qualitative data analysis that I purchased and used on my personal computer. During
the coding process, codes were created that included a descriptive name, definition, and sample
ideas or language (see Table 3-9). These code descriptors were used to help me decide whether a
transcript segment is aligned with the code. If so, I was able to attach that segment of
information to the appropriate code. Coding of the transcripts occurred after each file was
uploaded. In this way, some transcripts were coded before other interviews occurred. I chose this
method instead of waiting until the conclusion of the interview period for multiple reasons. First,
my codebook started with a set of deductive codes linked directly to some of the research
questions I asked. However, I was also conducting open coding. This meant that the observed
data began to give way to phenomena in ways that could be grouped to create more codes during
the coding process. For example, one deductive code I began coding with was Obstacles,
referring to teachers' and school leaders' obstacles in participating in or approving professional
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development. This code was directly related to a question in each interview protocol about
obstacles to professional development. However, as I coded the interview transcripts, it became
clear that several obstacles were common across experiences. Using an iterative coding process,
these obstacles became inductive sub-codes within the Obstacles category, such as Administrator
Interference, Substitutes, and Money. Once these sub-codes were established, as I coded
subsequent transcripts, I used the sub-codes rather than code to the parent code. Inductive codes
were not limited to only subcodes. For instance, early in the interview process, multiple
participants talked about different professional development opportunities for different teachers.
This was not something I specifically asked about in the interview guide or sought to understand
but naturally came out of their responses. Therefore, I created a code category called Who Gets
PD? that eventually necessitated its sub-codes. The complete codebook can be found in
Appendix F.
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Table 3-9
Codebook Development
Code Type

Code Category

Deductive

Communication of
Opportunities

Deductive

Demographics

Inductive

Effective PD

Deductive

Factors for
Participation

Deductive

Follow Up to PD

Inductive

Frequency

Deductive

Genesis

Inductive

Influencers

Deductive

Obstacles

Inductive

PD Content

Deductive

PD Costs

Deductive

PD Definition

Inductive

PD Practice

Inductive

Who Gets/Needs
PD

a

Code Sub-Categories a
BOCES; Listservs; Outside Influencers; PD Days; Professional
Organizations; School Leaders; Teacher Center
Certification
Choice; Collaboration; Facilitator; Feeling Supported;
Frequency; In-Person vs. Online; Interesting; Mandatory;
Relevant; School Leader Suggested; Specificity; Time
Does not Exist; Examples
Coaching; Just-in-time; Ongoing Work; Summer
Opportunities; Typical Year
Need; Purpose; Priorities
BOCES; Gurus; NYSED; Researchers
Administrators; Attendance; Availability; COVID; Money;
Motivation; Nothing New; Problematic Teachers; Relevance;
Substitutes; Summer School; Support; Time
Buzzwords; ELA & Literacy; Instructional Strategies;
Mentoring; Physical Education; Research-Based Tools;
Science; Special Education; Social-Emotional Learning;
Teachers; Technology; Unclear

Book Study; Coaching; Collaboration; Full Day; Informal
Learning; Intensive Institute; Journals; Observations; PD as
Practice; PD vs. Initial Learning; PLCs; Series; Summer PD
Everyone; Failing Teachers; New Teachers; Veteran Teachers

For most Deductive Code Categories; the development of the Sub-Code Categories was an
Inductive practice
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A second reason I chose to code the transcripts before all of the interviews were complete
was to be aware of saturation. In qualitative interview research, it is difficult to predict an
appropriate sample size (n) representative of the whole population (N). Instead, grounded
research holds theoretical saturation as the aim. For theoretical saturation to be achieved, data
analysis must be conducted in cycles with data collection. For primarily homogeneous groups
interviewed using a semi-structured interview guide by a researcher with focused study
objectives, as was the case with this study, scholars are primarily in agreement that themes can
begin to develop in the coding process as early as 3-6 interviews (Guest, Bunce, & Johnson,
2006).
Furthermore, code saturation, in which no new codes are created, happens somewhere
around 9-12 interviews. At this point, most information generated from subsequent interviews
becomes redundant. However, code saturation is only a part of the goal of theoretical saturation.
The other piece is meaning saturation. Meaning saturation occurs when the researcher can
mostly understand the complexity of the code or theme. This happens after code saturation is met
but requires a range of interviews. The more interviews occur, the more variation in response
that is gathered, and the richer and more nuanced the meaning of the codes become. While most
scholars also agree that full meaning saturation cannot be achieved, there is a sense that meaning
saturation can happen for some codes or themes.
In this study, I began to experience code saturation around six interviews. Between
interview seven and interview nine, I only added one inductive code to my codebook. Even this
early in the data collection and analysis stage, I could see that the interviewees repeatedly
mentioned some sub-codes. One example would be the sub-codes that originated under the
Obstacles code. In multiple interviews, teachers indicated that the substitute teacher shortage was
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an obstacle to obtaining professional development. I was not, however, at that point experiencing
meaning saturation, as I was continuing to add new sub-codes to my existing codes and
developing further understanding of my sub-codes. For instance, further interviews revealed how
Substitutes, a sub-code under Obstacles, acted as obstacles and helped me achieve meaning
saturation. In this case, interviewees explained how substitute issues were not simply of
availability but were compounded by COVID-19 quarantine issues, making coverage more
complicated in recent years than it had been in the past. The addition of sub-codes and meaning
saturation slowed down around my 20th interview. Between interviews 25 and 28, I added no
new subcodes. While I could have continued to interview to more fully round out the experiences
of teachers and school leaders, common themes had been identified, and I did not believe more
sampling would add additional themes. Likewise, although there was variation within the
responses I received, given the limitations of my sampling frame, I was not looking for
maximum variation. Because the participants in my study were in some relation to each other
and came from a limited geographical area, their chances of demonstrating a more varied
understanding of the research questions were reduced. Therefore, unfortunately, a
methodological impact of snowball sampling in a specific BOCES region was the limited
opportunity to develop an understanding of maximum variation on my study topic.
Interrater Reliability. Before concluding Phase IV, I employed a form of interrater
reliability as a means to build trustworthiness in my data collection and analysis. A colleague
with experience in research and professional development practices was asked and agreed to
support the study. They were given my codebook and asked to read a subset of the interview
transcripts (n=6; 21%). They were asked to comment on whether they thought that the codebook
I had developed accurately represented the trends and patterns they noticed in the sample of
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interview transcripts they read. During this process, they picked up on the participants’
references to “programs” in their interviews and the variety of ways that word was being used.
Following this conversation, I added the code Programs to my codebook and re-read every
transcript looking for additional references to code.
Throughout the interview and coding process, I used two types of memos to document
my thinking and reactions. The first type, described above, were debrief memos that occurred
after each interview. The second type was more traditional researcher memos generated as I
thought about the common themes that were becoming apparent and their connections to my
prior knowledge and experiences. These memos took multiple forms. Some were handwritten
notes jotted on post-its, others were voice memos that I recorded while walking or driving, and
others were diagrams I drew in a notebook and labeled with accompanying questions or
wonderings. Eventually, all of these documents became artifacts of my data collection and
analysis phases and helped guide me to the final stage of methodology: investigating synergy.
Phase IV: Investigating Synergy
Whereas in the previous phases, the focus was on collecting data that could inform the
data collection in the next phase, the purpose of this final phase of the study was to use all of the
previously collected information to discover synergy. Creswell and Plano Clark (2018) advocate
an interactive approach similar to the synergistic approach described by Hall and Howard (2008).
In this approach, the goal is to have the multiple methods utilized interact with each other to
create an effect that has a more significant impact than one method alone could; "translated into
mixed methods, this means the sum of quantitative and qualitative research is greater than either
approach alone" (Creswell & Plano Clark, 2019, p. 58). This approach has ties to the concept of
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triangulation, in which qualitative researchers attempt to strengthen the quality of their research
by combining multiple kinds of data or methods to reinforce findings.
Triangulation can be accomplished through various means. Denzin (1970, 1989)
discusses focusing triangulation on method, investigator, theory, or data to construct theory. By
using triangulation, Denzin (1970) believed that sociologists and other researchers would rise
above personal biases associated with the use of a single methodology. For my study, which uses
multiple methods, triangulation of method is most appropriate. Further, within triangulation of
method, the focus in a mixed-methods study is on triangulation between methods (Flick, 2018).
In Denzin's conceptualization of triangulation, combining different kinds of methods is one way
to push back on the reactivity or degree to which the interactions between the researcher and
their research subjects influence the research outcomes (Given, 2008)—in this way, using
multiple methods and triangulation help to overcome possible sources of error and bias in
research.
The goal of triangulation is not for different methodologies to converge on identical
results, especially as those methods may use different qualities of similar data to inform their
findings. Instead, triangulation should be used to investigate convergent or complementary
results (Flick, 2004; Kelle & Erzberger, 2004). In this way, triangulation is not looking to build
convergence or duplicativeness, but rather that the results of the methods utilized help to tell a
more complete story, complementing or adding depth to each other (Flick, 2018). Ultimately,
triangulation of methods allows researchers to add more knowledge to the field than could have
been discovered through a single approach, “thus contributing to promoting quality in research”
(Flick, 2018, p. 23).
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Synergistic research takes the concept of triangulation as a foundation and moves
beyond. In synergistic research, the researchers accept that the combined effects of the mixed
methods are greater than those that could be provided by anyone qualitative or quantitative
approach. This idea is often portrayed as MMR > QUAL + QUAN (Nastasi, Hitchcock, &
Brown, 2010). Furthermore, synergistic research requires the researcher to place the qualitative
and quantitative approaches used in the mixed-methods as equal. No one method weighs more
heavily in the results than another. This requires the researcher to appreciate the multiple
perspectives that are generated during the research process. This means that the researcher
attempts to reconcile conflicting points of view in their efforts to achieve synergy (Nastasi et al.,
2010). Finally, synergism is built through relationships among multiple researchers on a team
and between the researcher(s) and the study design. The researcher(s) must be able to set aside
their own bias toward or against one methodology in favor of seeing how the two work together
(Nastasi et al., 2010).
In Phase IV of my study, I used synergy as a guiding principle for investigating all of my
research data--both the data sets provided by the ESAs and the interviews I conducted with
teachers and school leaders. The approach I used required me to take time to put each of my
three research questions at the heart of my investigation. Starting with the first research question,
I investigated the professional development data and the interviews for information that could
help me answer that question. With NVivo, I was able to call up specific examples of the themes
that were identified during the coding process. The use of reports and cross-tabulations also
allowed me to look across transcripts for information coded to specific codes or nodes, which
assisted in applying the pattern and trends that I found in the interviews to the patterns and trends
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that I found across the professional development data sets. To develop my findings, I wove these
components together in an attempt to give a comprehensive picture.
Although the findings for research questions two and three mostly use the data provided
in the interviews, synergy exists because the information gathered in the interviews backs up the
story told by the professional development data. The professional development data provided
about the frequency of different offerings and their characteristics directly tied to what the
teachers and school leaders talked about during their interviews.
Study Timeline
My work and timeline for this study are reflected in Table 3-10.
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Table 3-10
Study Timeline
Phase

Activities

Timeline

Pre-Study

● Completed initial IRB Approval Process
● Defended proposal

● February
2021

I: Secondary
Data Set
Evaluation

● Collected data set from BOCES
● Analyzed data set
● Used data set to develop survey questions

● March –
April 2021

II: Surveys

● Distributed surveys to teachers and school
leaders
● Collected survey results
● Applied for IRB amendment
● Re-distributed survey with revised
recruitment strategy and incentive

● April –
June 2021

III: Interviews

● Developed interview questions
● Applied for IRB amendment

● July 2021

● Revised and resubmitted IRB amendment

● August September
2021

● Received IRB approval
● Recruited interview participants
● Scheduled and conducted interviews with
teachers and school leaders
● Transcribed and coded interviews

● September October 2021

● Triangulated results between secondary
data set, surveys, and interviews
● Developed findings
● Wrote findings and discussion chapters

● October December
2021

IV:
Investigating
Synergy

Summary
Recently, much research focus has been devoted to understanding the elements of
professional development opportunities that result in teacher learning and changes in practice.
However, not as much attention has been devoted to understanding what professional
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development opportunities are offered to teachers, why those opportunities are offered to
teachers, and why teachers take them up. Developing a better understanding of teachers' wants,
desires, and needs regarding professional development will help shift the gap between research
best practices and what happens in the field. Therefore, during this mixed-methods research
study, I did the following: a) analyzed data shared by regional professional development
providers in New York State; b) interviewed a sample of teachers and school leaders about their
professional development experiences; and d) analyzed the collected information to understand
further the factors that contribute to the decision-making processes used to offer and select
professional development opportunities for in-service teachers. Moving forward, I use Chapter 4
to answer my three research questions and provide other related findings from my data. Then, in
Chapter 5, I begin with a discussion of the main findings from Chapter 4 before turning toward
implications for practice and future research from this study.
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Chapter 4: Findings
Introduction
This study employed an analysis of professional development data supplied by two ESAs
and interviews with 28 school leaders and teachers about teachers' professional development
experiences. In this chapter, I present the findings of this research study. I aimed to answer four
research questions:
● Research Question I: How much and what types of professional development were
offered to teachers?
● Research Question II: What factors influenced professional development offerings for
teachers?
● Research Question III: What factors influenced the professional development offerings in
which teachers participated?
● Research Question IV: How do school leaders and teachers talk about professional
development?
Here, I use the information learned from the data set, the information provided in the interviews,
and the synthesis of these two sources to answer these four questions. Because of the nature of
mixed methodology and my desire to investigate synergy in the data, the findings are not
presented in a linear lock-step with the process of the study's investigation. Instead, the most
relevant data is presented within the research question it best fits. Table 4-1 outlines the data
sources used in developing the findings for each research question. Finally, in Chapter 5, I
review the findings in light of my conjectures, discuss implications, and suggest future research.
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Table 4-1
Research Question Findings and Related Data Sources
Research Question

Phase I:
Secondary
Data Set

Data Sources
Phase II:
Teacher and
School Leader
Survey

Phase III:
Teacher and
School Leader
Interviews

I: How much and what types of professional
development were offered to teachers?

x

II: What factors influenced professional
development offerings for teachers?

x

x

x

x

III: What factors influenced the professional
development offerings in which teachers
participated?
IV: How do school leaders and teachers talk
about professional development?

x

Research Question I: How Much and What Types of Professional Development were
Offered to Teachers?
The first research question in this study focused on how much and what types of
professional development were offered to teachers. To answer this question, I used information
from the professional development data sets provided by the ESAs and from my interviews
with teachers and school leaders. I first identified the types of information shared in the data
set provided by each BOCES. As was stated in Chapter 3 and is shown in Table 4-2, BOCES
A supplied significantly more information than BOCES B, which allowed me to draw more
robust conclusions about their practices.
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Table 4-2
Data Provided by Each BOCES
Data Characteristic

BOCES A

BOCES B

Activity Name

x

x

CoSer Number

x

x

Program Name

x

Subcategory

x

Prerequisites

x

Audience

x

Date

x

x

Hours

x

x

Activity Long Description

x

Activity Short Description

x

x

CTLE Credit Areas

x

x

CTLE Credit Hours

x

Status

x

Enrollment by District

x

Objectives

x

Topics

x

x

I turn now to overviewing the professional development requirement in New York
State and providing information on the breadth and depth of professional development
opportunities offered by these two ESAs.
Continuing Teacher and Leader Effectiveness (CTLE) Professional Development
In New York State (NYS), teachers must accumulate 100 hours of CTLE professional
development every five years to maintain their certification. Fifteen percent of these hours
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must be in language acquisition and the needs of English Language Learners (ELLs). The
hours may be provided by any provider who has achieved NYS Education Department
(NYSED) approval. The hours are allocated by the topic of professional development and must
focus on one of the following three categories: content, pedagogy, or ELLs. Each of the
BOCES that contributed data to this project included the breakdown of the CTLE professional
development they provided. The results can be found in Table 4-3. Despite the focus on ELLs
in NYS' professional education policy, both BOCES provided scant professional development
on the topic. Given the amount of professional development provided to their districts, this
implies that most, if not all, districts in these regions must qualify for and have received a
waiver to allow their teachers not to meet this requirement based on their student
demographics and small numbers of ELLs.
Table 4-3
Percentage of Professional Development by CTLE Category, July 1, 2016 - June 30, 2020
BOCES A

BOCES B

Content

7.96%

12.17%

Pedagogy

47.64%

11.28%

ELLs

0.06%

0.00%

Content and Pedagogy

44.14%

63.80%

Content and ELLs

0.20%

0.30%

Pedagogy and ELLs

0.00%

0.30%

Content, Pedagogy, and ELLs

0.00%

0.00%

Quantity of Professional Development
Table 4-4 provides information about the two BOCES and the number of professional
development events they offered by month. BOCES A offered extensive professional
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development for teachers who work in the schools within its region. Over 3,000 events were
documented over four years (July 1, 2016 - June 30, 2020). These opportunities were split
between those that were offered regionally (n = 1,760) --and which teachers from any of the
school districts in BOCES A had the opportunity to attend--and those that were offered "ondemand" (n = 1,564) within specific school districts at the request of school leaders. In many
cases, the work done on-demand in school districts was repetitive of workshops offered
regionally, indicating that the content of the professional development was of interest to
teachers in the district, but that perhaps the timing of the regional offering was not conducive
to their attendance. BOCES B offered 340 professional development events across less than
ten districts during the same period.
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Table 4-4
Professional Development Events by Month, July 1, 2016 - June 30, 2020
Number of PD
Events
Month

Percentage of
PD Events

Number of PD
Events

BOCES A

Percentage of
PD Events

BOCES B

January

270

7.9%

25

7.4%

February

295

8.8%

10

2.9%

March

348

10.2%

23

6.8%

April

311

9.1%

26

7.7%

May

315

9.2%

22

6.5%

June

142

4.2%

7

2.1%

July

246

7.3%

12

3.5%

August

257

7.5%

158

46.6%

September

267

7.8%

7

2.1%

October

384

11.2%

25

7.4%

November

302

8.9%

16

4.7%

December

279

8.3%

8

2.3%

3,416

100.0%

339

100.0%

Total

In BOCES A, an average of 4.41 hours of Continuing Teacher Leader Effectiveness
(CTLE) credit was awarded for these events, although it was more common for hours to be
awarded in half-day (3) or full-day (6) hour chunks. While some professional development
events ran for multiple days, most activities lasted one day and ranged from 30 minutes to 7
hours. On average, the events in the region lasted 4.63 hours. The summer months (June, July,
and August) accounted for the least professional development throughout the year. While this
came as a surprise to me, my interviews with teachers confirmed that they were less likely to
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take professional development in the summer, given the number of constraints and obstacles
they had to overcome.
Conversely, the months with the highest number of professional development
opportunities were March and October. This was not surprising, as, in this region of NYS,
March and October are often the months during which school district calendars include half-or
full-day absences for students to provide teachers with professional development. That BOCES
A saw increased requests for professional development offerings during these times speaks to
their nature as a key professional development provider in the region. BOCES B, on average,
sponsored events that lasted 4.89 hours and were concentrated in the summer, with 46.47% of
the events occurring during August.
Participation in Professional Development. The professional development events
provided by BOCES A engaged teachers from districts in its service region. The data provided
by BOCES A did not provide attendance information for individual teachers. While I
determined how many individuals from a particular district attended a particular event, I could
not determine which teachers attended multiple events. Therefore, I can only know that the
events provided by BOCES A engaged a total of 41,497 participants, without knowing how
many of those participants engaged in repeat professional development. Across all of the
professional development events offered by BOCES A, the number of participants within a
single workshop or session varied, with some events registering only one participant while
other events engaged dozens of participants. Half-day events averaged 6.19 participants per
session, while whole-day events averaged 9.08 participants per session. Professional
development events in BOCES A accounted for over 14,000 professional development hours
across the region. The professional development events in BOCES B engaged 536 participants.
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In my interviews with teachers, the frequency with which they participated in
professional development was described using a wide range. While some participants reported
their average professional development participation in hours, others used days. Likewise, the
days reported ranged between 1-2 days per year and 10-12 days per year. Some teachers had
difficulty assessing their participation as they struggled to define what qualified as professional
development and professional development could be counted toward their CTLE requirements.
This idea is more thoroughly explored later in this chapter, under the Other Relevant Findings
section.
Case District Professional Development. Participation in the professional development
events varied in the six case districts in BOCES A. In District K, 360 events were attended by
at least one individual. In District O, that number was 714 events. On average, the case
districts had teacher attendance at 539 events, and case district attendance for these events
totaled 2,128 teachers. On average, the case districts sent 3.72 teachers to each event. The case
districts' events averaged 4.01 hours, for a total of more than 8,600 professional development
hours across the case districts.
Three districts in the BOCES B region were selected as case districts. The professional
development events that BOCES B case districts participated in averaged 4.60 hours. All three
case districts had 100% of their participation in August.
Types of Professional Development
Professional Development Subcategories. BOCES A identified their professional
development offerings within the data set provided by subcategories. These are the subcategories
BOCES A uses in their report to the New York State Education Department, and under which all
of their professional development activities can be classified. These subcategories are reported in
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Table 4-5, along with frequencies and percentages of the total number of professional
development events. Tables presented later in this chapter will indicate the percentage of
professional development events aligned to various characteristics of the effective characteristics
of professional development as outlined in the literature in Chapter 2. In BOCES A, Curriculum
accounts for the largest amount of professional development. Across its five categories (learning
standards, effective use of technology, instructional strategies, early childhood, and data-driven
instruction), it accounts for 68.6% of all professional development offered. In comparison, the
second most offered subcategory of professional development was Culture (social-emotional
learning and other) at 10.3%. However, these subcategories are not consistently used by all
BOCES throughout the state in reporting, which meant that I could not use the BOCES state
report cards as a reliable data source for comparisons.
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Table 4-5
BOCES A: 10 Most Offered Professional Development Subcategories, July 1, 2016 - June 30,
2020
Subcategory
n =3,261

Number of PD Percentage of PD
Events
Events

Curriculum: Learning Standards

923

28.3

Curriculum: Effective Use of Technology

870

26.7

Curriculum: Instructional Strategies

344

10.5

Culture: Social-Emotional Learning

292

9.0

Distance Learning

279

8.6

Exceptional Education

270

8.3

Library Services

106

3.3

Curriculum: Early Childhood

69

2.1

Curriculum: Data-Driven Instruction

64

2.0

Culture: Other

44

1.3

Characteristics of Effective Professional Development. I compared the professional
development from the BOCES A and BOCES B to the characteristics of effective professional
development literature. I used the studies from Darling-Hammond et al. (2017; Table 2-1) and
Garet and colleagues (2001; Table 2-2) as foundational texts against which to analyze the
professional development data sets provided by the ESAs. I also used the interviews to prompt
teachers to talk about the characteristics of effective professional development as they discussed
how they made their professional development decisions. Table 4-6 outlines which data sources I
used to investigate the characteristics and features of effective professional development. Some
of the characteristics and features could be investigated using professional development data
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sets. However, others could not be investigated solely based on the information that was
presented and required the use of the interviews to understand further whether they were present
or not. Overall, I found that research about effective characteristics of professional development
for teachers is not regularly implemented in the professional development provided to teachers.
Table 4-6
Characteristics and Features of Effective Professional Development and Related Data Sources

Characteristic or Feature Framework(s)

Duration

Phase I:
Secondary
Data Set

Darling-Hammond et al.
(2017) & Garet et al.
(2001)

x

Darling-Hammond et al.
(2017) & Garet et al.
(2001)

x

Collaboration/Collective Darling-Hammond et al.
Participation
(2017) & Garet et al.
(2001)

x

Active Participation

Coherence

Garet et al. (2001)

Focus on Content
Knowledge

Darling-Hammond et al.
(2017) & Garet et al.
(2001)

x

Form: Traditional or
Reform-Type

Garet et al. (2001)

x

Data Source
Phase II:
Teacher &
School
Leader
Survey

Phase III:
Teacher &
School
Leader
Interviews

x
x

Within the professional development data sets, I coded for factors of effective
professional development that were found in the literature. Complete coding schemes can be
found in Appendix A. I code for three factors in the professional development data sets: duration,
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collaboration, and active participation. The duration was a variable that I measured by
determining whether the professional development events lasted for one day or brought
participants back for multiple days. Collaboration was measured as whether groups of teachers
were encouraged to attend together, and active participation measured whether the participants
had the opportunity to practice the strategies or content they were learning about during the
professional development session. Each of these variables was coded on a dichotomous scale. I
read the event's description, including objectives and dates, and scored each of those three
variables as "0" for not meeting the criteria and "1" if the event did meet the criteria. Table 4-7
shows the percentage of professional development events meeting these characteristics of
effective professional development that occurred in each BOCES region and their case districts.
Table 4-7
Percentage of Offerings Matching Characteristics of Effective Professional Development, July
1, 2016 - June 30, 2020
BOCES A

BOCES B

Duration

20.37

67.46

Collaboration

13.64

26.04

Active Participation

54.24

25.15

Duration & Collaboration

11.11

16.81

Duration & Active
Participation

11.65

18.29

Collaboration & Active
Participation

12.08

0.0

Duration, Collaboration, &
Active Participation

11.11

0.0
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As Table 4-7 demonstrates, the districts in BOCES B prioritize (67.46%) professional
development experiences that span multiple days or have a recurring nature (i.e., teacher
collaboration networks). Conversely, the districts in BOCES A prioritize (54.24%)
professional development that involves teachers in active participation. Beyond these two data
points, however, the data collected shows that these three characteristics of effective
professional development--duration, collaboration, and active participation--are not making
their way into the professional development provided to these groups of teachers consistently.
For example, only 13.64% of the professional development at BOCES A and 26.04% of the
professional development at BOCES B have teachers working collaboratively with other
teachers. Notably, just more than 10% of the professional development offered at BOCES A,
and none of the professional development offered at BOCES B consisted of all three
characteristics.
It is also important to note that most participants noted that follow-up to professional
development did not exist in my interviews with teachers. While some said that the facilitator
would express a willingness to answer further questions via email, no one checked in with the
participants to see how they used what they learned from the professional development
experience. Sophie, a middle school/high school principal, talked about requiring some sort of
an end product from teachers who attended state and national conferences--like a presentation
to their Board of Education--but otherwise, school leaders only talked about following up
professional development in the context of "turnkey training," in which teachers who attended
a professional development were expected to report back on and train their fellow teachers on
what they had learned.
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As indicated in Table 4-8, I also analyzed this data for the type of professional
development experience, which was a finding of the study completed by Garet and colleagues
(2001). Again, the professional development event descriptions were mined to code their
types. The types were "workshop", "teacher collaborative time", "content-focused instructional
coaching", "teachers' advice networks", and "other". Table 4-6 outlines the types of
professional development each region provided and those taken up by the case districts. The
discrepancies between BOCES A as a region and the case districts within BOCES A can likely
be attributed to the presence of District E in the case set. District E's professional development
participation reflected 35.37% workshop professional development and 63.21% teacher
collaborative time.
Table 4-8
Percentage of Types of Professional Development Events, July 1, 2016 - June 30, 2020
BOCES A

BOCES B

Region

Case

Region

Case

Workshops

88.84

64.93

73.59

97.37

Teacher
Collaborative
Time

11.96

33.83

22.55

2.63

Content-Focused
Instructional
Coaching

1.17

0.74

0.0

0.0

Teachers’
Advice
Networks

0.45

0.32

3.86

0.0

Other

0.36

0.02

0.0

0.0
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The fifth indicator of effective professional development that I looked for connected to
the teachers' instructional content area. To investigate this characteristic, I looked at the
specific content connection that I coded from the activity name and description. Within
BOCES A, 52.66% of the professional development evaluated at the regional level, and
52.63% at the case district level, had no apparent connection to any content. Within BOCES B,
those percentages were 83.33% at the regional level and 0.0% among the case districts. Table
4-7 shows the full breakdown of the content connections within the data. The interviews with
teachers reinforced the data provided by the tables. Non-core content areas (i.e., art, music,
physical education, etc.) teachers reported far fewer professional development opportunities
that they viewed to be connected to their content and instructional practices. Because of this,
they often sought out professional development experiences on their own, outside of what the
school and ESAs provided.
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Table 4-9
Percentage of Content Areas Associated with Professional Development Events, July 1, 2016 June 30, 2020
Content Area

BOCES A

BOCES B

No Explicit Content Connection

52.66

83.33

Physical Education

0.34

0.0

Literacy

2.91

3.57

Library

1.48

3.57

Social Studies

2.15

1.19

Social Studies & Literacy

2.87

0.0

Science, Technology, Engineering, &
Mathematics (STEM) a

9.92

1.19

Mathematics

7.0

6.25

English Language-Arts (ELA)

4.85

0.89

Social Studies & STEM

0.97

0.0

ELA & Math

1.14

0.0

Music

1.14

0.0

ELA & Social Studies

3.71

0.0

Visual Arts

8.86

1.49

STEM & Math

0.0

0.0

Languages other than English (LOTE)

0.0

1.49

Various

0.0

0.30

a

No distinction was made in the data between professional development targeting science
versus professional development targeting STEM

Additionally, the career and technology education (CTE) teachers I talked to are not
represented in this data at all. Their experiences with professional development followed a
different path in which their ongoing work in their professional field became a significant
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source of their professional development. These ideas are discussed more thoroughly later in
this chapter.
Within the professional development sets provided by the ESAs, it was clear that a
large percentage of professional development was targeted toward the learning and use of
technology. The data provided by BOCES A allowed me to investigate the number of
professional development events related to the use of technology in their professional practice.
Of the over 3,500 events, 24.535% of the events were categorized by BOCES A as "effective
use of technology." This category was second in prevalence only to professional development
that targeted teachers' knowledge of "curriculum and learning standards," which accounted for
25.83% of the offerings. However, when the technology-focused professional development
events were cross-compared to the content connections codes explored earlier, it was found
that throughout the region of BOCES A, 81.14% of the technology professional development
offered had no connection to the content the teachers teach. However, during my interviews
with teachers, this data point was a bit misleading. While some teachers supported the idea that
technology-based professional development often happened in isolation from their content,
others suggested that the facilitators attempted to tie the technology to content. However,
sometimes the breadth of content areas in one technology session made that problematic.
Overall, the first research question findings indicate a lack of coherence in professional
development. Although New York State has a policy related to the ongoing learning for K-12
public teachers, the data from this study indicate a lack of adequate reporting features such that
the effectiveness of the policy can be determined. Furthermore, despite research that identifies
the characteristics associated with effective professional development, most professional
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development data analyzed in this study pointed to a lack of integration of these components
into practice.
Research Question II: What Factors Influenced Professional Development Offerings for
Teachers?
The second research question guiding this study was: "What factors influenced
professional development offerings for teachers?" Before undertaking this research, I outlined
my conjectures for this research question as reported in Table 3-1, and I hypothesized that I
might find that leaders beyond school principals are influential in making decisions about the PD
opportunities offered to teachers and that state and federal policy changes impact the
professional development opportunities offered to teachers. My interviews with teachers and
school leaders revealed that four factors influenced professional development offerings for
teachers. These themes were: 1) purpose of the professional development; 2) priorities for
professional development; 3) network membership; and 4) obstacles to offering professional
development.
Purpose of Professional Development
Within the interviews with teachers and school leaders, the purpose of professional
development arose as a factor for whether or not teachers were offered professional development
opportunities. Essentially, this theme implicated the idea that what the professional development
was attempting to accomplish had an impact on whether or not it would be offered to the
teachers.
Mandates. One decision point stood out regarding the purpose of professional
development and guaranteeing an offering to teachers. This was whether the offering was
training on a topic required to be provided. In New York State, some topics are required by
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either law or the NYSED Commissioner's Regulations to be reviewed annually. These include
Blood Borne Pathogens, which overviews how teachers should respond to classroom safety
incidents, and Education Law Section 2-D, which sets out teachers' obligations for maintaining
student privacy rights while using instructional technology. Fran, a veteran first-grade teacher,
said the following about Bloodborne Pathogens training,
Well, I don't know if it's really considered professional development, I guess you can
learn stuff through that, but does it really help you do your job better? No, probably not.
That's probably just like a state mandate, so some things do they make us do and... I don't
know that I get everything out of it.
It was clear from the data that when topics were required to be provided to the teachers, the
school districts made an effort to do so, whether or not the teachers found the content valuable.
Improving Student Learning. School leaders also considered whether the purpose of
the professional development offering was to improve student learning or to meet teachers'
needs. It is interesting to note that these two ideas are not entirely overlapping. In my interviews,
the instructional coaches, not the school principals, invoked the idea of improving student
learning. In these conversations, the instructional coaches discussed the students' needs in
determining what the teachers' professional development should include. From this perspective,
the instructional coaches were attempting to determine the teachers' needs for professional
development by starting with the student needs. Lisa, an instructional coach in literacy and an
avid creator of ceramic pottery, compared supporting teachers to learning how to make pottery.
...we didn't think about it as professional development, we thought about it as meeting the
needs of the students step-by-step. So it wasn't like, 'Okay, it's October 14, professional
development day, what are we gonna do? I don't know.' It was me, every week I was in
someone's classroom doing professional development, and I think if you think about
anybody learning a new task, I think about my pottery, breaking it down into just small
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bits and continuing the education with me having a chance to practice... We know that's
what works, we know it works for our students, why don't we do it for our teachers?
Lisa also articulated how the instructional coaches worked with the principals and other school
leaders to drive professional development decisions based on the students’ assessment data.
[We helped teachers learn to]... look at the data, understand the data, and then what do
you do with the data? What are the students' needs in the classroom to be able to be
successful readers and thinkers, and learners….Well, and I had to go to [the school
leader] and say, 'I don't know, you guys gotta do something because kids are not learning
to read and... It's pulling on me. It's wrong.' [The school leader] doesn't understand
literacy, but I just went off and designed a whole thing. So a whole summer program of
two weeks of intense training came... And so we had, I think, six or seven teachers that
we knew were struggling in a variety of ways...and we touched on topics that we knew
from their supervisors, what they were struggling with, be it writing, be it understanding,
literacy, understanding the appropriate ways to teach math, and it was an intense
program, and actually we had three teachers that really turned it around because of the
intense... this intense development.
Lisa's counterpart, Jane, a mathematics instructional coach in the same district, added
another perspective to the idea that the purpose of the professional development activities is to
improve student learning. Recall Figure 2-7, the Implicated Logic of Teaching Learning Models,
which linked teachers' professional learning opportunities with changes in their practice and
increases in student achievement, and was based on the work of several teacher learning scholars
(i.e., Dunst et al., 2015; Fishman et al., 2002; Korthagen & Vasalos, 2005; Yoon et al., 2007).
Some responses from participants linked directly back to the connection between these
phenomena as outlined in the literature. Take, for example, Lisa and Jane. They are instructional
coaches who support several teachers who teach multi-age classrooms for students with
disabilities. In New York State, regulations allow students with disabilities within a 36-month
age gap to be placed in one classroom. This often results in teachers needing to teach multiple
grade levels at once, and Jane keyed into this idea that improving student learning required
improving teachers' content knowledge in talking about her coaching of fractions content.
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I can't teach a concept without the pedagogy.... The concept develops, and they have to
understand where it starts, so I usually teach the concepts of what to teach, how to teach
it, but I have to be... You have to... Fractions content runs from third grade... Really, it
runs beyond fifth grade, even though the standard says fractions stops in fifth grade.
That's not true. So I will start it at third grade, and I have to teach the entire concept of
teaching fractions from third grade forward or... You’re covering the whole spectrum,
scaffolding and all of that.
Meeting Teachers’ Needs. A third idea surfaced in the interview data related to the
purpose of professional development and its relationship to whether opportunities were offered
to teachers. That idea was meeting teachers' needs. Throughout the school leaders' interviews,
they maintained that professional development was offered to teachers when they believed it
would meet the teachers' needs. However, what was surprising about this category of purpose
was the breadth of needs discussed. The needs mentioned included instructional strategies,
regulations, school processes, behavior management tools, content knowledge development,
learning about particular programs, engaging in collaborative practice, addressing student mental
health and social-emotional learning, increasing understanding of their student populations, and
incorporating new technology. These topics alone could produce a series of professional
development opportunities, but school leaders acknowledge attempting to balance all of them
simultaneously. Complicating the offering of professional development opportunities, too, is
attempting to determine which teachers' needs are met by which professional development
offering, especially when learning is not the subject of the needs. Isabel, new in her position as
the school district's Professional Learning Leader, said,
I've gone out and saw teachers out and said, you know, 'What do you need and what are
you looking for?' So we developed a special education forum where teachers were
sharing best practices and then also just looking at the initiatives of the district..... So
we're starting the 'Why Try?' program here--a resiliency program for our middle
schoolers, so I worked with the TAs [teaching assistants] on resilience training. So just
having meetings with them, hearing their initiatives, and then kind of going from there,
but also again... Trying to get the teacher's voice in there as well...I don't want anyone to
walk away like, 'Gosh, that was a giant waste of time.' So I'll also get the professional
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development offerings from BOCES, and I'll share those with the administrators to see
interest, things like that, and things that I know. Restorative practices are big. So training
our new teachers and meeting with the admin about that. They had come to me also with
a kids escaping drugs program, and again, I'm like the contact, the scheduler, or that kind
of person.
Bruce, an elementary school principal, also talked about trying to meet the individual needs of
his teachers, which he tried to accomplish based on his knowledge of their instructional
practices.
I do it all the time; it's part of my post-conference with them when I observe them, and
we talk about the lesson that I observed or how their year's going... I always make it a
point to end the meeting with some recommendations of either books or PD
opportunities.
Moreover, Oliver, a principal at a Career and Technical Education program, talked about
meeting the unique needs of his teachers, who were not teachers by training, but instead had
transitioned into their teaching positions from their roles in their professional fields. In this way,
Oliver is considering the starting point for his teachers’ professional development as being
situated within their own teaching experience, rather than with the needs of the students. Starting
with such a view influences how Oliver sees their pedagogical needs, and what he suggests or
determines are their professional development needs.
My job last year, a lot of it was coaching in the profession, the professional was in their
field, but they don't have the pedagogy and the understanding of kids, and I spent a good
part of last year re-telling them... Or re-explaining it to them. Or demonstrating to them
that, yes, we're getting them ready to go into a shop and go into a garage... But they're
still teenagers, and they're still learning, and so what does that look like for a teenager,
and why are they acting out? And those kinds of teaching things that through no fault of
their own, they just... They didn't go to school to be a teacher, so I spend, I think, more
time in the classroom, more on the teaching aspect of it, 'cause they know their stuff, they
know their content.
In these cases, principals also considered the goal of the professional development—and thus
made their decisions after identifying a starting point for their decision-making process. Contrary
to what we saw earlier in the case of the instructional coaches and some teachers, however, the
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principals seemed more likely to base their decisions not on the needs of the students but on the
needs of the teachers.
In some cases, the school leaders also discussed using joint decision-making to determine
professional development offerings. One strategy they employed was administering surveys to
teachers.
We survey a lot here, and we use Survey Monkey or Microsoft forms, and when I say
they listen to the surveys, they listen, they really...They'll go through every single survey.
Based on the opening day, we had a lot of teachers say that this can't be one and done, we
need them to come back. We wanna do this again. So I'll be sending out another survey
now asking who is interested in a follow-up with this presenter, this presenter. So again,
this district, they survey a lot, and when they survey, it's not just to survey, they really
take that seriously, and they use the data to drive their professional development, so that's
a way that I've really been just trying to get in and talk to individuals and reach out, but if
I can't get to everyone. The surveys certainly help. (Isabel)
Oliver also talked about using surveys with teachers, but he highlighted how they used a
professional development program and asked teachers to help select topics from the program.
We just sent a survey out at the beginning of the year with a bunch of different topics on
it. We do a teacher lead program here, and in those modules are all types of different
topics, and so we presented that to the faculty, at the beginning of the year, and I had
them rank one, two, and three, and what they would like to see and what kind of
professional development they wanted, and then throughout the year, we'll mold our
trainings to those.
Lisa and Jane, the instructional coaches, also discussed how they use joint decision-making to
make decisions about the purpose of professional development, but they relied on conversations-either with principals or the teachers themselves--to develop those decisions. Lisa spoke about
one teacher she worked with in particular,
...a spectacular teacher, but she'll still meet with me every year at the beginning of the
year. We would discuss every student, she would talk about all the curriculum and what
she thought she needed to do, and she'd always ask, ‘What are some tweaks? What are
some suggestions? Do you have anything new I can bring in?
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Jane spoke about working with the principals to determine which teachers would most benefit
from her support as a coach.
Now, we keep people up to date as to….they wanna know which teachers are wanting us
in the rooms and which ones aren't, and then when they're in their rooms and they do,
they notice things they can say, so I would like you to reach out to Jim to talk about...
That kind of thing.
Recall Figure 2-6, The Interconnected Model of Professional Growth published by Teacher
Professional Growth Consortium (1994). Lisa and Jane’s discussion regarding their influence on
the teachers’ practice exemplified the different aspects of “The Change Environment.” The
coaches served the role of the external source of information and stimulus and exerted that
influence within the teacher’s domain of practice, resulting in professional experimentation, and
salient learning outcomes.
Priorities for Professional Development
Closely related to the idea that the purpose of the professional development offerings
factored into whether they were offered to teachers or not is the idea of priorities for professional
development. In their interviews, I asked teachers who drove the priorities for their professional
development. Likewise, I asked school leaders how they decided which professional
development opportunities to offer to teachers. In both cases, the theme of priorities emerged.
School leaders and teachers alike were aware that some professional development opportunities
were of greater importance than others, although there was no consensus around who set those
priorities.
Four different stakeholders were identified as being charged with selecting priorities for
teachers' professional development. These were: 1) New York State; 2) local ESAs; 3) individual
or collective school leaders in buildings or districts; and 4) individual teachers. What unified all
of these groups as they set priorities, however, was the notion that there was a need to find
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professional development that was "new," "interesting," or "buzzy." An emphasis was placed on
the newest trends--research-based or fads--and their potential for being a source of content for
professional development.
New York State. As the licensing and regulating body for education, New York State
was viewed by the teachers I interviewed as being responsible for setting at least some of the
priorities for their professional development. These priorities might take the shape of mandates,
like Education Law Section 2D. Alternatively, they may stem from changes made to standards,
like when the Common Core was adopted in 2012. The teachers also viewed New York State as
setting professional development itself as a priority by mandating 100 hours of professional
development over five years for teachers holding a professional certification.
Local ESAs. Local ESAs were also viewed as sources of priorities for teachers'
professional development. Because these organizations set the catalog for professional
development opportunities across the region, teachers view them as influencing what is essential
or needed. Likewise, when school leaders promote the professional development opportunities
offered by the ESA, both because they are convenient and because the district already pays for
them, the teachers perceive that those activities hold importance. The extent to which this
practice holds across states and local contexts is not yet known. Although many states use some
form of ESA, the extent to which their funding mechanisms and incentives vary is unknown.
School Leaders. Teachers also pointed to their school leaders as setting the priorities for
teachers' professional development, and the school leaders confirmed this. Notably, which school
leader was seen as making the decisions differed from the teachers and school leaders I
interviewed. Principals, curriculum coordinators, administrative teams, and technology directors
or specialists were all implicated as decision-makers. Sometimes these decisions were made as a
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collaborative process, but not always. Sophie, the principal of a middle/high school, had the
following to say about setting priorities:
Three years ago, we hired a Professional Learning Leader who leads book studies, visits
classrooms, models lessons, etc. I also implemented a practice called Learning Walks.
We do this once in the fall and once in the spring in place of a faculty meeting. Each
teacher is assigned two colleagues to observe for best practices. Teachers can request
help with specific strategies or practices, which informs our assignments for learning
walks. We select PD that aligns with district goals or initiatives. Teachers learn what is
available through our Professional Learning Leader.
Bruce also spoke about approving professional development for his teachers that aligned with his
districts’ initiatives. “I lean towards things that directly tie into either building or district
initiatives, so we have an initiative to move toward restorative justice practices so if they’re
doing something [on that] we offer that.”
Individual Teachers. Some teachers, however, noted that they did not understand or
approve of the priorities set by their school leaders. For instance, Fran, a first-grade teacher,
spoke about how curriculum programs were selected at her school.
Whatever the newest fad is, whatever the newest person comes in, and at my kids' school,
we do this and we've had a lot of that, and the programs that we've blown through in 20
years... I mean, it's ridiculous...Like I said, a lot of times what happens is somebody
comes and is like 'at my kids' school, we do this blah, blah, blah program', and then they
buy it.
Others mentioned that the priorities stated by school leaders did not match the professional
development they received, which speaks to a discussion point analyzed in Chapter 5—that is, to
what degree can and do teachers know their professional development needs. Fran, again, spoke
about the professional development she and others received when the school switched to a new
mathematics curriculum.
[It was] kind of half bar...What they did was they said, 'Well, so and so [another teacher]
is really good at this. And she did get her old school, so if you have questions, just go ask
her.' And we didn't get... I found out three months into the program that there were
materials that everyone else was using that I never even got... So who was in charge of
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that? I just, I don't know, it was... It was an awful program. The workbooks were very
low for kindergarten, but maybe they were better for pre-K, but then pre-K was like, 'we
don't wanna just do this, we wanna do other stuff.' So it really, I don't know, I'm guessing
that the curriculum coordinator chose the program, bought all the stuff, and then it's like,
well, it just didn't work out, so it was... kind of a waste.
The final source of priority setting came from teachers themselves. Some teachers
indicated that they set their priorities for their professional development. This was especially the
case for teachers who felt that they lacked curricular and instructional leadership within their
schools. Kara, a high school English teacher, referred to her colleagues as "feral cats," left to
fend for themselves.
We currently do not have a curriculum coordinator. We have not for years. When our last
curriculum coordinator left to become the elementary principal, they lumped that back
onto the principals, so we don't have anybody, so it's left now back up to the feral cats
and if we wanna do something…
Wilma, an elementary school teacher, echoed this sentiment and expressed her desire to move to
a different writing program.
Well, I've been squawking for a long time about us not liking our writing program. None
of the elementary teachers care for Lucy Calkins, but it doesn't seem to matter. We're
gonna do Lucy Calkins...whether... because the district, the administration, feels that it's
the best program out there, and so we kinda get shut down. So again, that's where I kinda
do my own stuff and do my own research, and like I said, I kind of do my own
professional development.
The response of school leaders to teachers’ desires for their professional development appears to
have as much influence on teachers’ professional development opportunities as does what the
school leaders themselves wish for the teachers’ professional development. In these examples,
both Kara and Wilma speak about "programs" as curriculum, which could have implications for
the professional development they offered and chose to take up. This example highlights the
differences within the structure for professional development decision-making. School leaders
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tend to set a list of opportunities from which teachers are allowed to choose the offerings that
best suit their preferences.
Teachers’ Network Membership
A third factor that impacted the professional development opportunities offered to
teachers was the teachers' membership in networks. Some teachers received more offers for
professional development than others, and these offers can be attributed to individual teachers'
membership in certain groups or networks. Throughout the interviews, numerous networks were
mentioned.
In-school Networks. Most often mentioned was the network that teachers belong to
within their schools. They noted that school leaders, including principals, curriculum
coordinators, and technology directors, were key communicators of professional development
opportunities. These communications took different forms--some leaders, like Bruce, used a
weekly email to highlight opportunities, while others, like Oliver, would mass-forward any
opportunities they knew about. Similarly, when faced with organized, professional development
days at their schools, teachers relied on a set schedule to communicate the topics, activities, and
their opportunities, if any, for choice.
Professional Organizations. The second type of network invoked in the interviews was
professional organizations. Those teachers who held membership in state and national
organizations, like the National Science Teachers' Association, or the American Choral
Directors' Association, were more likely to receive notifications about professional development
opportunities that may interest them. This was credited to these organizations' direct marketing
to their members. Bruce, the elementary school principal, noted that he often received requests
from teachers who had received a direct mailing from the Bureau of Education & Research,
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marketing semi-local professional development opportunities. When asked why the types of
professional development offered by these organizations, Bruce replied, "I think that some of the
presenters or some of the facilitators have a little bit more expertise or a little more vision
because they're famous authors or field-related authors that they typically can get."
Outside Influencers. Bruce's noticing that these organizations could get "famous" people
in the field to speak tied to the third type of membership network revealed in the interview data:
outside influencers. It is difficult to place all outside influencers into either the traditional or
reform-type category of professional development as advocated by Garet et al. (2001), as the
outside influencers act in various ways. Furthermore, these individuals or organizations are not
recognized as professional organizations but influence teachers and provide professional
development opportunities. A specific example of outside influencers mentioned in the data was
what I have termed "gurus." Gurus are individual teachers or school leaders who have achieved
such status in education that they can facilitate professional development sessions that attract
participants from a national or international population. These gurus often influence the work of
teachers in significant ways, as evidenced by Sara's (incorrect) statement about a guru she
follows.
Paul Anderson also has a list of trainings he recommends that I have found and I like
those ones as well... Paul Anderson is the creator of Next Generation Science Standards,
which is what New York State has pretty much copied to be the new science standards in
our state…. I think his nickname is ‘The Wonder of Science.’1
Other outside influencers include colleges and universities, to which some teachers have
affiliations through graduate school or through the teaching of advanced or college-level

1

The development of the Next Generation Science Standards was overseen by Achieve and included the
coordination of 26 lead state partners, the National Research Council (NRC), the National Science Teachers'
Association, and the National Association for the Advancement of Science based on the NRC's K-12 Framework for
Science Education. For more information: https://www.nextgenscience.org/developing-standards/developingstandards
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coursework, or art centers, where some teachers of the visual and performing arts maintain
memberships. These organizations provide professional development themselves and serve to
circulate information about other professional development opportunities. Finally, teachers
mentioned journals and newsletters as a source of information about professional development
opportunities.
Regional Centers. The fourth type of network that exists and promotes professional
development opportunities to teachers are the regional centers that have been established by the
state and serve to work with school districts. In New York State, two such entities exist--BOCES
and Teacher Centers. The BOCES that serves the teachers interviewed for this study
communicates directly and non-directly with teachers. As mentioned previously, they rely on
school leaders to disseminate information to teachers. However, they also create and post an
open-access catalog online that teachers can review for opportunities and manage theme-based
listservs to which individual teachers can subscribe. Likewise, the Teacher Centers provide
numerous professional development opportunities and direct marketing to teachers. However,
their direct marketing is typically limited to teachers with whom they have previously engaged
and for whom they have contact information.
Personal Networks. Finally, the teachers I interviewed learned about professional
development through their networks with other teachers. They talked about learning about
particular opportunities via word of mouth or flyers posted in common areas. Shari, an
elementary school English-Language Arts teacher, mentioned learning about podcasts on
Facebook, and Amelia, another elementary school teacher, talked about her favorite professional
development experience, which she learned about through a flyer at a bookstore.
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Obstacles to Offering Professional Development
Several obstacles were discussed that prevent teachers from taking professional
development, but three obstacles stood out as the ones that most prevented professional
development opportunities from being offered to teachers. These obstacles were school leaders,
substitutes, and money. That money and substitutes arose as issues are not surprising. In many
ways, school decisions are resource-driven, and money and substitutes are two limited resources
in schools. In this way, the structural considerations of the decision-making behind professional
development opportunities is implicated again. Within this realm, while the PD opportunities are
technically being offered, teachers are not able to take them up because of the limited resources;
however, in some cases, the school leaders make the decision to not offer opportunities to
teachers when the resources aren’t in place to support their attendance. In this way, the choice to
participate in the professional development is never even offered to the teachers, which makes it
even more difficult to ascertain decision-making process.
Substitute Teachers. Specifically, school leaders noted that the lack of substitutes makes
it challenging to provide teachers with the professional development they need. This is especially
the case when schools rely on teachers participating in professional development that relies on
the workshop model, as this model tends to take teachers out of the classroom. This was
highlighted even more given the impact of the COVID-19 pandemic on substitute coverage.
And this year, I would say, I have had teachers come to me and say, ‘You know, I wanna
go to this and…’ Again, I had one that came with eight different PD options, and I took it
to the principal and she said, ‘Right now, with the way coverage is, it's just really hard to
do all. So we can pick some.’ So I would say that is the biggest obstacle this year.
(Isabel)
The obstacle of substitute coverage also meant that school leaders had limited opportunities for
entire teams or grade levels of teachers to participate in professional development together.
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Money. Like substitute coverage, money was an obstacle that limited the school leaders'
ability to present professional development opportunities to teachers. Some mentioned that
limited money meant participation in events like national conferences could not be supported.
Meanwhile, some school leaders acknowledged that because opportunities provided by the ESA
had already been paid for, there was an incentive to push teachers toward those activities. In this
way, money becomes an obstacle to what professional development teachers are allowed to
pursue—and thus structurally is related to the factors over which school leaders have more
influence. But the data from the interviews showed that school leaders were not the only ones
concerned with money when it came to professional development. Teachers’ decisions about
professional development were also tied to whether they would be compensated for their time for
after-school or weekend work, which will be addressed more in response to the third research
question. However, it is important to note that money was a concern to both school leaders and
teachers, and thus becomes a structural obstacle to professional development from two angles:
offering professional development opportunities and choosing professional development
opportunities.
This latter way of talking about money—as a function of teachers not being paid for their
time—implicates an underlying issue not explicitly named in the interview data: the role of
teachers' unions. In some districts, unions have negotiated payment and opportunities for
professional development as a workplace term and condition. In these cases, each district has less
variability about how professional development opportunities are selected, offered, approved,
and compensated. However, more significant variability may exist between these districts and
those whose contracts do not reflect professional development as a working condition.
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School Leaders. Pushing teachers toward ESA-sponsored professional development
activities is not the only way school leaders act as obstacles to offering teachers professional
development. Some school leaders act as gatekeepers when providing teachers with access to
professional development. That is, their decisions did not just determine which teachers' requests
for professional development would be approved, but they also influenced whether teachers even
learned about some professional development opportunities in the first place. For instance, Bruce
described passing on only those offerings from the ESA to his teachers that he thought were
worth supporting. "If they're doing something on, I don't know, Magic Penny curriculum, we're
not doing that at all. Or the old reading wars thing, if there's something like that, I'm not sending
them." Additionally, Lisa talked about how the school leaders she worked with eventually relied
on the instructional coaches “fixing the problems instead of working with the teachers” through
coaching. Such statements show how school leaders’ decisions about the quality or content of the
professional development opportunities impacted whether they would support their teachers’
participation--and even whether they would share those offerings with teachers in the first place.
Research Question III: What Factors Influenced the Professional Development Offerings
in which Teachers Participated?
The third research question in this study looked at the other side of the professional
development buffet. Recall that research question two asked what influenced the opportunities
placed on the buffet. Research question three dealt with the opportunities teachers decided to
pursue. Therefore, research question three asked, "What factors influenced the professional
development offerings in which teachers participated?" In planning my study, I hypothesized that
teachers express a lack of control over the types and amount of PD in which they engage and that
they would credit their informal learning networks with impacting their learning. While the data
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from my study supported these conjectures, the data also pointed to other factors that teachers
considered. These factors included how the traits of the professional development opportunities
influenced their selection and the role other obstacles played in preventing teachers from
choosing some professional development opportunities.
Organizations and Individuals as Influencers
Much like how school leaders approached professional development, the teachers in my
study, first and foremost, gave the nod to mandatory professional development. They recognized
that factors outside their control and the control of the school district sometimes influenced the
professional development agenda. Beyond the mandatory, however, teachers did note that some
individuals and organizations whose beliefs or teachings contributed to their professional
development selections. These influencers closely mirror the network memberships described in
the findings of Research Question Two. The data suggested that teachers learned about
professional development via these memberships and that holding membership in each network
increased the likelihood of teachers knowing about professional development opportunities with
which the network was involved.
The same can be said about the teachers' decisions to participate in the professional
development opportunities associated with those networks. For instance, when teachers
subscribed to the blogs or podcasts of "gurus," they were more likely to be knowledgeable about
the professional development the gurus were promoting. Not surprisingly, those teachers
knowledgeable about those opportunities also described wanting to attend those offerings. In
addition to the gurus described in the earlier section, teachers named specific individuals in their
broader professional networks whom they credited with impacting their professional
development decisions. For instance, four employees of the ESA's Instructional Support Services
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division were credited by name as people the teachers listened to or followed on social media to
learn about professional development offerings. Likewise, the teachers referred to specific
researchers or organizations, like local colleges and universities, as people or organizations that
provided the types of professional development they were looking for.
Preferences for Professional Development
Within the teacher and school leader interview data emerged a category of factors that
influenced teachers' decisions and choices best referred to as preferences for professional
development. These emerged as a series of questions that the participants asked themselves to
decide whether or not they would want to participate. Most of this data was derived from two
key questions during the interviews. In the first question, I asked whether the teacher could
identify similarities between the types of professional development opportunities they were apt
to choose. In the second question, I presented the teachers with a scenario. The scenario
described a typical event--a professional development day in a school where they were handed a
schedule of offerings and told to pick those they wanted to attend. I then asked the teachers to
walk me through their thinking and decision-making process. The results, as previously
mentioned, were mostly a series of questions that the teachers said they would ask themselves.
Note, however, that not all teachers that I interviewed agreed on their preferred answers. For
instance, while a preference was typically noted for online versus in-person professional
development, there was a split between what teachers preferred. I present these questions in
Table 4-10 under three larger headings: Logistics, Topic, and Enjoyability. That teachers ask
themselves the same types of questions, regardless of their preferred answers implicates a need
for a more nuanced look at the relationship between decision-making theories and teachers’
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decisions about professional development, which could be an opportunity for future research
based on these findings.
Table 4-10
Preferences for Professional Development
Logistics

Topic

Enjoyability

Where is the professional
development being held?

What are my colleagues
taking?

Will it be engaging?

Is the session in-person or
online?

Can it build on other
professional development I
have taken?

Will there be a hands-on
component?

How long do I need to be out
of the classroom?

What do I need?

Will the opportunity be fun?

How many times will it be
offered?

Is the topic helpful?

Does it sound interesting?

How much time will it take?

Is the topic relevant?

Will there be opportunities to
collaborate during the
session?

Is the topic useful?

Will my expertise be
respected?

Will it be geared toward my
building/grade/content?

Who is the facilitator?

Logistics. A key factor for teachers' decision-making regarding professional development
opportunities was related to the logistics of the professional development. Logistics were
especially at play when teachers were asked to consider what types of professional development
they sought during the summer. These logistics included items such as location. All of the
teachers in my study worked in relatively rural areas, where a drive to the closest major city was
between 60 - 90 minutes. Location and the time it would take to travel to the event, especially if
offered on the weekends or during the summer, were considerations for the teachers. Some
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teachers preferred not to be out of the classroom and would therefore seek out professional
development opportunities in the summer; others saw the summer as time dedicated to their
families and preferred to participate in professional development during the school year.
Additionally, teachers considered whether there would be another opportunity to engage in the
same offering and whether that opportunity would be more aligned with their logistical needs.
Some teachers mentioned a preference for the uptick in online professional development that had
occurred with the onset of the COVID-19 pandemic, but others expressed a clear preference for
in-person professional development.
Likewise, the teachers considered the amount of time of the commitment as a significant
factor for summer or weekend participation. This was related to, but different from, teachers'
concerns about the amount of time they would be out of the classroom. Many teachers mentioned
that they were concerned about taking time out of the classroom and the impact that absence
would have on their students' academic progress or behavior. Doug, for instance, talked about the
difficulty he encountered when attempting to miss school for professional development due to a
lack of substitutes with knowledge of his content--music.
...there's so much need for a working knowledge of music. I need somebody who can do
crowd control. My kids are very well structured and behave, but I know darn well when I
walk out that door...and we only have one music sub.
This difficulty was compounded when professional development opportunities were planned
near significant events. "Sometimes the timing is just a bad time, like three days before Solo
Festival…. or a week before a concert" (Doug).
Notably, some of the logistical questions teachers had about professional development
opportunities were related to what teachers thought they would be doing during the offerings.
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While most teachers mentioned collaboration as something they longed for in professional
development, it was not universally seen as a positive, as Emma pointed out.
I don't really like to be partnered up with people, and I know that's like... 'cause when you
go to the professional development, you don't know the people sometimes... And they
want you to get into groups and discuss. And I don't like that, maybe later, maybe it was a
class, and we had time to digest things and then come back, but if it's only like an eighthour professional development thing in the first 10 minutes of everybody pair up with the
person next to you and I don't feel comfortable doing it all...
The teachers were also concerned about how they would be treated during the professional
development opportunity. For example, Jean described a need to feel respected as a professional
by the person facilitating the professional development. She said she preferred it when
professional development is "...very conversational. Very much. Do you know what I mean?
Conversation, tell me where you are in this process and then... start from there…. respectful and
seek out where... what you need." Eight of the teachers mentioned this concern for the facilitator
as a factor in their professional development decisions. These multifaceted concerns were often
tied to perceptions about the facilitators' content knowledge.
I think when you get to know instructors, there are some people that you are confident
that they will bring it to the table, all their information and be able to answer questions
and really walk you through the steps of a new process, and there are others that you
know through experience, probably aren't going to offer much, even if it's a good content.
(Candy)
Kara offered another perspective on the facilitator being a key factor of her professional
development decision-making process when she responded to my question about what she would
consider given the scenario about professional development, quite bluntly with, "Usually it's two
things. Do I need it? And who's teaching them?" Marla also invoked the facilitators' experience
in the classroom, saying,
Somebody who is actually... Somebody that's actually taught kids before, showing us
how to use it, sometimes you get a lot of that, like somebody coming in, they've never
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even done this before, your salesperson... You know, they don't really know what it's
gonna be like.
Topic. The second category of questions that arose during the interviews and fell under
the theme of preferred traits of professional development was topic. Teachers considered the
topic of the professional development opportunity when considering whether it was something in
which they would participate. Most of the teachers I interviewed responded that they would first
consider the topics of the professional development opportunities from the lens of "what do I
need?" With their own needs in mind, they would look through and choose the offerings. This
also implicated the idea that some teachers hoped to understand the big picture of the proposed
professional development before deciding on whether they thought it would be beneficial.
Beyond that, some teachers mentioned that they would be concerned with their colleagues' or
friends' choices. This was discussed in one of two ways. Some teachers, like Luna, said that they
and their colleagues would split up between multiple professional development sessions and then
meet back together later to share their learning. Others, like Rick, preferred to stay together with
their colleagues. "I'm saying, 'What do you do now?' I'm going with [a friend's name] or, I'm
going with [another friend's name]. You know what I mean?"
Other teachers, however, talked about finding opportunities that would build on their
prior engagements with professional development. Teachers seemed to appreciate when
professional development opportunities, especially technology-related ones, were targeted to
groups with differing levels of expertise. Many veteran teachers discussed how they need
technology training to be slow and repetitive, while other teachers, like Kara, still had trouble
seeing the value even in leveled professional development opportunities.
And then you give me the list of times for beginners, middle, and advanced, but what
happens if you're off the advanced thing? What happens if I just need to drop in and ask a
question? What happens if... sometimes I'll just be like, I'm not coming, and I get asked
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why. So I'll stop if I have a question. And I get, 'Oh, you've already got this.' What I need,
you're not offering. And I get, 'Oh, well, that's what happens,' and I can't be the only one.
This idea about making professional development relevant to the teachers was also
implicated when teachers talked about whether the offerings would be specific to their situation.
Situation is a proud term that can encompasses a wide variety of ideas. Teachers, for instance,
were concerned with whether the professional development offering would be appropriate for
them given a number of factors. One such factor was the grade level of their students. Teachers
were hesitant to believe that professional development opportunities could apply equally to
kindergarten teachers as they could to high school teachers. A second factor was content areas.
This was especially the case for teachers in middle and high schools, whose focus was on a
specific content, like math or ELA. It was also prevalent among the teachers of non-core content
areas, such as art, music, and career and technical education. Non-core content teachers
expressed a yearning for professional development that was directly connected to their content.
The teachers’ situation was clearly a factor they considered when choosing professional
development opportunities. The term I heard in the interviews the most was "relevant." Teachers
wanted to make sure that the topic of the professional development opportunity was related to
either themselves, their students, their content area, or their pedagogical practice. They noted that
much of the mandatory professional development they were asked to engage in did not meet this
condition, so relevance was what they sought out when they could make their own choices.
Notably, though, teachers were not universal in their definition of relevance. Fran talked about
relevance as being something that she could implement immediately.
I basically try to pick stuff that's relevant to what I'm doing right now. That's why I don't
really like professional development a lot over the summer, 'cause I have a kid who's like,
he's kind of like...ahhhh!! So I'm looking at management, what can I do to calm him
down? I don't care if he stands while he works, that doesn't bother me, but what can I do
to get through to him so that he's not... so like that, I guess. So those are what's pertinent
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to my job right now, I guess that... That's kind of the way I look at it and what I would
choose.
Meanwhile, Carol pointed out that relevance is more tied to her content and whether professional
development can help her improve her teaching.
As long as it's the professional development that impacts my content, because I think
realistically, as a special area teacher, much of the content or much of the professional
development within our building has minimal amount of impact on my area.
Closely related to ideas of relevance were that of helpfulness and usability. Sheldon, a
high school physics teacher, talked about how he makes decisions based on what he believes will
benefit his practice.
I would always make the decisions based on what I thought would be beneficial to me;
I'd never base it on what... This seems like it's fun. The most fun thing or this seems like
it'd be the easiest thing. It would be what I thought would be most beneficial to improve
my teaching. I'm always willing. We had learning walks just a couple of weeks ago.
We're supposed to like send a teacher like two positive things, I'm like, Okay, if that'll
make you feel better, you can say something nice, but I don't need it. Alright, you can
criticize anything. If I did anything you see that... 'cause the only way you're going to
improve is if there's some constructive little things.
He then explained how one of the most significant changes he made in his classroom was driven
by a colleague who happened to be in his room while he was teaching.
Like, I had a teacher six or seven years ago say, ‘Do you realize you never call on the
very left side of the room? You never look over there.’ So as I'm looking around, I never
look at the very last column to the left, and really... I didn't... ‘You never seemed to look
over at those students, you never make eye contact with them…’ And it was somebody
who was aware of where I'm making eye contact in the room and I never made eye
contact with two or three students on the left side. I'm like, now that I'm aware of that,
that's an easy thing to fix.
To Sheldon, that was easily implementable feedback that quickly changed his practice. It was
both helpful and useful, and thus relevant. Sheldon also talked about a network for professional
development that he had found outside of his school. He traveled approximately 90 minutes oneway one Saturday per month to meet with other "like-minded physics teachers." He explained
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that he was willing to do this because this professional development married his content and
instructional skills. Sheldon’s interest in working with “like-minded physics teachers” is
reflective of Guskey’s (1997) research on teachers’ learning from each during informal
professional development opportunities. Although Guskey (1997) points to learning that occurs
in hallway conversations and through analyzing students’ assignments, Sheldon and his peers are
meeting on their own time and without a formal professional development leader, which is
indicative of informal informing. It is the relationship that is built between the colleagues—all of
whom are “like-minded” and share a content area—and the sense that the learning is worthwhile
that influences Sheldon’s decision to participate. This type of professional development directly
conflicted with Sheldon's most recent professional development experience, which had occurred
three days before I met him.
In September, we just did, I guess it counts as professional development. It is more of
staff wellness, so to help the professionals to develop, those were geared towards us
coping a little bit better...that's why I went to my X-rays today. I aggravated my shoulder.
I fell this past spring, and if I do certain things, it really, really hurts and it's like... I don't
know if it’s a torn tendon or what. And the other day [during professional development[
we were doing kickboxing. Yeah, it wasn't hurting till with the punching. I didn't want to
not participate, so I participated. A tough guy can take the pain, and I have not slept well
since. But that might be because of one of the other guys who I argued with on Twitter
over a couple of little minor details of his thing like... ‘No energy drinks don't have 2500
milligrams of caffeine.’ That's close to the L50 for caffeine, and if a kid drank two Red
Bulls, you would die, so there's some facts that were incorrect and I just like....
In this case, the professional development focused on the teachers' well-being but resulted in
Sheldon reinjuring his shoulder. Despite this, Sheldon still preferred this professional
development to what his school leaders had provided in the past.
The typical PD we get at staff development days. This isn’t going back to my admin,
right? It’s horrible... I mean, here and there, we learn a little bit, but the value of it, I find
the value to be a lot less.
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The idea that Sheldon would prefer a professional development opportunity which caused him
bodily harm over other types of professional development that attempted to influence his
practice, but lacked opportunities for teachers to choose content that would be relevant and
useful to them points to problematic practices within professional development systems. His
comment that professional development in general is “horrible” sheds light on how some
teachers perceive their current learning opportunities.
Enjoyability. The final factor teachers mentioned within the category of preferred traits
of professional development was that of enjoyability. Enjoyability emerged as an indicator of
whether teachers thought they would enjoy themselves--or at the very least, those experiences
that would be the least painful to attend. This idea came up multiple times as the teachers talked
about choosing professional development opportunities that would allow them to have fun. As
Luna said, "Personally, I would lean toward more fun, interpersonal action things. But those are
the things that people are like, 'Yeah, I don't know if I really wanna do that.' But once you get
there, I think it's more fun." Enjoyability was also linked to engagement, interest, professional
development on ideas that were "new," and situations during which the teachers could be handson. However, enjoyment is not always achievable. As Paul put it,
Like I said, if it's something that is of interest to me, I select it and then if there's nothing
that's of interest to me and I have to pick something, I pick the one that I'll be able to
sleep in.
As can be seen from the data, teachers’ preferences for professional development,
including their preferences for logistics, topic, and enjoyability, play an important role in
determining what professional development will be taken up by the teachers.
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Influences on Future Choices
Within the data I collected from the interviews, I noticed that teachers' professional
development decisions are not made in a vacuum. That is, their professional development
choices today can and will likely impact their professional development choices at a later date.
This is mainly because teachers want more of what they like. When they experience professional
development offerings that meet their needs--as described throughout this chapter--they are more
likely to participate in more professional development offerings of the same type. Type, here,
can have several different meanings. For instance, teachers noted they were more likely to select
professional development from a facilitator with whom they had a previous positive experience.
Others noted that they were more likely to engage in professional development with fun or
collaborative aspects, especially when those activities brought the same teachers back together
multiple times. The idea that teachers select future professional development opportunities based
on their previous experiences in professional development, and perhaps from their experiences
and years of practice, is an additional area that requires further research. Interviews that ask
individual teachers to reflect on their specific professional development choices and look for
patterns between responses could prove beneficial for the field.
Another factor that influences whether teachers will decide to participate in more of the
same type of professional development is whether they see the need for professional
development in the first place. Again, some teachers talked about the need to have the big
picture--or understand the why--behind the professional development. Likewise, creating buy-in
was credited by Fran as a significant contributor to a successful professional development
experience she had. In this case, she and her colleagues had worked with a consultant on multiple
occasions to develop mathematics workbooks for their students.
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There was a huge difference because people that were negative at the beginning, by the
third or fourth meeting were like, ‘holy cow, I see how this really works,’ so... Yeah, and
that's what the whole thing is. In order for it to be successful, all the teachers have to buy
into the program, so when we bought into it we liked it... 'cause we made the program.
Doug, too, talked about how seeing the big picture of where the professional development was
headed could impact his participation.
I think when they're introducing new stuff, and they give you a PD, they forget the
overview you're gonna get... You have the chance to get from here, they forget that part,
and they start focusing in... I want to see an overview--what it's gonna do for us before I
even make it in my mind what I wanna do as far as PD day goes.
Anecdotally, teachers also discussed how meeting their physical and emotional needs
during professional development is important. They listed things like providing food, supplying
chocolate, respecting their opinions, and gifting leftover materials (e.g., chart paper or markers)
as things that made professional development better. Although not explicitly mentioned by the
participants, such actions may also be viewed as an attempt to show support and respect for
members of a professional that are often devalued by society at large. Furthermore, the actions of
the professional development facilitators supported the teachers in rating the professional
development offering highly, indicating to both the facilitator and the school leader that it was
beneficial. Such actions then have the potential to lead to a cycle where school leaders choose to
offer more of the professional development that teachers rate highly--indicating their approval of
the offering.
Obstacles to Teachers’ Professional Development Choices
Some of the obstacles teachers described as impacting their professional development
decisions have been documented elsewhere in this chapter. For example, teachers can only
choose from what they know is being offered. That idea--that teachers' network memberships
impact what they are offered--is taken up under the heading of Research Question Two.
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Likewise, I have documented elsewhere that teachers are concerned about time out of the
classroom and substitute availability, both of which limit their participation. I will not turn to
these ideas again but instead report on three other obstacles teachers named to choosing their
professional development: Availability, School Leaders, and Problematic Teachers.
Availability. Teachers named a lack of availability as a significant obstacle to their
participation in professional development. While this idea was prevalent with all of the non-core
subject area teachers I spoke with, it did not end there. Core content area teachers, too, lamented
the absence of opportunities to engage in professional development centered on the content they
teach. While this idea is similar to the idea referenced above—that teachers’ choices were driven
by whether they found the professional development relevant to their situation, this finding is
more based on the idea that for some content areas, it was not a matter of whether they were
interested in professional development on a topic, but rather there even were offerings that
related to their situations. This was true for Rick, a 6th-grade teacher who wanted to better
understand Common Core mathematics strategies, for Paul, a 5th-grade science teacher who
wanted to engage in more science assessment work, for Kara and Jean, who as high school
English teachers felt they had niche populations and needs, and for Sheldon, who wished he
could find a group of mathematics teachers willing to engage in the type of professional
development he received from his participation in the physics group. Almost every teacher I
talked to spoke about how they wished professional development could be more targeted toward
their content areas.
School Leaders. In their interviews, the school leaders I talked to were vocally
supportive of professional development opportunities. However, some of the teachers I spoke
with saw their school leaders as obstructionists when supporting teachers' desires to participate in
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professional development. In her interview, Kara claimed that school leaders pushed the teachers
to the offerings provided by the ESA. When asked why that might be, Kara posited,
...'cause that's what they're paying for, that's where they put all their money that... It's not
just the kids. The kids programs are great. That starts them off for a trade school; more
than half our kids go there, and that's fine, but that's where they spend all their money.
They align everything through there instead of trying to do stuff on their own, and I don't
make those decisions. I wish I did some of it, I really wish I did. I have some other world
issues. But when they're so entangled with it and they won't take a critical look at why
they're doing that instead of just going, ‘We’ve always done it that way.’
Likewise, Doug lamented the various school leaders he has worked with, saying, "[they] have no
clue what I do and don't really care to know... Just the nature of the beast." These statements
from the teachers stand in stark contrast to the statements made above—that their offering of
professional development opportunities is directly linked to what they perceive as the teachers'
needs.
Problematic Teachers. Interestingly, school leaders were not viewed as the only personcentered obstacle to teachers’ professional development. Teachers themselves named other
teachers as an obstacle, too. Teachers’ previous experiences with problematic teachers in
professional development led them to avoid future learning opportunities, because they feared
the time would be wasted. Emma, a self-described introvert, talked about the need to seek out
more small groups and one-on-one opportunities.
Especially when I need to be trained in how to do it. Something like [Microsoft] Teams
and being so slow... 'cause people tend to monopolize, sometimes they want their
question answered and if you don't monopolize, you just kind of sit there....
Kara, too, lamented how teachers could eat up professional development time when describing a
series of professional development offerings targeted toward teachers of her content and level
...it's a chance for you to get together and pull apart issues in the classroom or issues in
the curriculum, but a lot of times it starts off as the... Everybody's complaining, you have
lunch, you might talk a little bit, and then everybody can plan again, and the complaints
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never change. So by the time you try to get to what it is that you wanna talk about, you
may only spend maybe an hour on it.
Such experiences meant that when faced with future professional development opportunities, the
teachers that were negatively impacted by previous experiences would be less likely to choose to
attend. On the other hand, Fran pointed out how opportunities for professional development have
been limited because school leaders may not see the results for which they had hoped.
...the problem is they give you the program, they give you this stuff, but they don't give
you time because they're so worried that I don't know that Mary Jane is over there sitting
with her feet up on her desk drinking coffee... Well, you know that happened. Sorry, but
it happens.
In each of these cases, the actions of other teachers impact the ability of all teachers to participate
in and learn from professional development.
Research Question Four: How do School Leaders and Teachers Talk about Professional
Development?
The last research question asked how school leaders and teachers talked about
professional development. The answer to that question takes the form of four key ideas:
Definition and Types of Professional Development, Teachers as Knowers of their Needs,
Effectiveness of Professional Development, and Professional Development Data.
Definition and Types of Professional Development
Prior research on professional development has pointed to the idea that teachers learn
formally and informally. Guskey (1997), in particular, has advocated for the acceptance of
multiple forms of professional learning, from hallway conversations to teachers learning from
evaluating assessment results. These practices may result in teacher learning that is important to
measure. However, are they professional development? In my interviews with teachers, I asked
them to provide me with their definition of professional development. Their responses indicated
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that we do not have a standard and accepted definition of professional development as a field.
Nor do we agree on what gets to count as professional development.
From the professional development definitions that teachers provided to me emerged four
components. I have labeled these components Form, Action, Goal, and Type and provided
categories within each component mentioned in my interview data. Figure 4-1 shows these
components and their significant categories.
Figure 4-1
Components of Teachers’ Definitions of Professional Development

One component of the definition of professional development that emerged from the
interview data was Form. Form refers to the structure of the professional development
experience. Eight teachers specifically used the word "anything" to provide their professional
development definition. These teachers portrayed professional development as not being limited
to formal professional development offers. Instead, they listed a range of professional activities
in which they engage that they considered examples of professional development. These
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activities broke down further into Education, Opportunities, and Training. Education
encompasses formal learning situations, such as graduate courses or intensive institutes.
Opportunities were described as personal or professional experiences in which the teacher
engaged, which benefited them somehow. Examples include local, state, and national
conferences and book studies--either supported by the district or not. But they also included
events undertaken on their own, such as reading about a topic, discussing content with
colleagues, or having experiences that could influence their work in the classroom. Jean, a high
school English teacher, gave an example.
I think just experiences too, given English, there's a lot of experiences that I can have,
like if I travel to Salem or I teach Stiff: The Curious Life of Human Cadavers. At the
beginning, she talks about this wax museum in Philadelphia. If I go there and see these
things, then I can say, ‘Hey, this is what it's like,’ like explain the wax. So I think that
experience is also professional development.
Finally, training was a general term used to describe routine professional development activities
and literal training sessions. The routine professional development activities take the form of
seminars or full-day meetings where teachers learn about a specific topic, while the literal
training sessions provide teachers with information they must have. Examples given included
safety training from local law enforcement agencies, presentations by the fire inspector, or
training related to mandatory new technology programs.
Type was an additional component of the definitions of professional development that
arose in the teachers’ interview data. Type refers to the information being presented during the
professional development activity. The teachers in this study spoke about five different types of
information they received during professional development. Initiatives referred to professional
development that was ongoing and related to a particular desire of the school to improve in an
area. Such initiatives might focus on teacher and student wellness. For instance, Sara referenced
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the professional development she received during the first days of school, which included “ a
psychologist who gave a presentation about mental health” and Sophie, the principal, mentioned
that their opening day professional development included on their new social-emotional learning
“student support team initiatives.” Such a focus on wellness is not surprising given the ongoing
COVID-19 pandemic and its implications for schools. A second type was information that was
Need-to-Know. Need-to-know information was highly correlated with professional development
activities that fit into the training category, like the fire inspector's information about classroom
wall hangings.
Content was another type of information within the type component of professional
development. Teachers noted that some professional development related to their understanding
of their content and curriculum. We could also place professional development activities
associated with learning about new standards or changes in specific fields. It is important to note
that overall, teachers in this study complained about a lack of opportunities to focus their
professional development activities on learning about their content. Sometimes, but not always,
paired with the concept of content was the idea of Instruction as a type of information presented
during professional development activities. In these types of activities, the information to be
learned focused on instructional strategies. Such strategies could be specific to content areas,
such as when the physical education teachers attended the regional Physical Education Forum,
but they could also refer to strategies used across grade and content areas. Rick, a 6th-grade
teacher responsible for math and English-Language Arts instruction, spoke about his experiences
with one such program. Rick was in his 25th year of teaching in the same school district, and his
district had been using the same professional development program for the last ten years.
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Although he recognized the program's value, he loathed its recurrence in his professional
development opportunities.
That's the biggest mistake in my mind, and waste of time in schools is having.... for a 20
year teacher, somebody who's been to these for 10 years, and then you're with….Let's say
you have opening day of school or your Superintendent's Day where they bring in [the
same program] and you have a first-year teacher, and they're going over [the program]
and it's cool for them, but not for me.
For Rick, the continued focus on the same professional development program for the last ten
years neither felt relevant to him nor like it honored his expertise with the program. Similar to
how Kara asked for advanced levels of technology professional development, Rick’s
interpretation of this professional development program was that it did not add to his value as a
teacher. While Rick acknowledged that the pedagogical strategies involved in the program were
helpful, he yearned for more content specific (namely, mathematics) professional development.
Finally, teachers in the participant pool discussed Classroom Management, which included
instruction on behavioral strategies, as a type of professional development learning.
The third component of the definitions of professional development that arose in the data
was that of Action. This component refers to what teachers described as the work of professional
development. That is, what they were doing when they engaged in professional development.
Three categories arose within this component: Receive Instruction, Refresh and Review, and
Interact with Others. Receive instruction and refresh and review are related in that teachers
talked about professional development during which they either learned about new topics
(receive instruction) or professional development that focused on things they already knew
(refresh and review). Hearing about a new program that connected students with drug and
alcohol counselors would be categorized as receiving instruction, while hearing the principal
present about the district's Code of Conduct for students would be considered refresh and review.
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Interestingly, Rick's example of his district’s program can fit into both categories as new
teachers received the instruction while veteran teachers engaged in refresh and review. In
addition to receiving instruction and refresh and reviewing, teachers named one more
professional development category. I labeled this category Interact with Others. In defining
professional development, teachers spoke about being in learning with others. These interactions
might be discussions, the sharing of materials, or cooperative learning opportunities for
themselves, but the key feature was that their learning did not occur alone or in isolation.
Goal is the final component of teachers’ definitions of professional development that
arose in the study. Goal refers to what the teachers believed was the intended purpose of
professional development. Three distinct categories make up this component. First, teachers
talked about professional development as a way to improve teachers. Six teachers alluded to
getting "better," and two discussed professional development as helping them "grow." Others
indicated that professional development should "expand their capabilities" (Agatha), "develop
their expertise" (Rick), or "enhance the delivery of...curriculum" (Emma). Teachers also talked
about the goal of professional development being Improving Students, although this was
mentioned much less often than improving teachers. Luna referred to professional development
as a way to "better the children," and Rick discussed being able to "teach the next generation of
workers."
Similarly, Amelia, a 5th-grade teacher, referred to the goal of professional development
as to "help us with issues that are affecting children currently." Finally, some teachers referred to
the goal of professional development as being to Improve the Job. In this category, teachers
referred to the idea that professional development could “make our job more meaningful”
(Marla) or could be used to “really get [teachers] in the mindset” (Isabel).

148
It is clear from the data that teachers thought about four components in developing their
definitions of professional development. These components are Form, Content, Action, and
Goal. However, various categories and examples emerged within each of these components of
teachers' perceptions of professional development. Given this, there is a wide range of ways that
teachers think about and conceptualize professional development.
Definition of "Program." Related to the idea that teachers thought about and
conceptualized professional development in several ways is the way the term "program" was
used by teachers and school leaders throughout the interviews. It seemed to be used as a generic
term or catch-all to describe the kinds of things about which teachers might receive professional
development. For instance, "program" was used to describe curriculum adoptions, such as Core
Knowledge Language Arts (CKLA) or Lucy Calkins Writing. It was also used to describe
instructional approaches advocated for by school leaders, with little regard given to the
differences in the purpose of the approaches. Two such "programs" were Project Based Learning,
an instructional design model, and Thoughtful Education, a group that mainly advocates for
choice-based instructional tasks. "Program" was also used to define groups that came to present
to teachers, hoping to make them aware of resources, such as Kids Escaping Drugs, and to
describe organizations like Dream-It, Do-It, which advocated extracurricular engineering
opportunities for students. Finally, "program" was also associated with the type of professional
development one might receive when being trained on a new grading software. The professional
development associated with each of these types of "programs" is inherently different. Because
the participants in this study had different definitions of the term "program," it is difficult to
know what type of professional development a person may be talking about when using the term
"program" without a more nuanced conversation. This finding illustrates the more significant
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finding regarding the various ways in which professional development is conceptualized—that
is, that it is incredibly varied.
Teachers as Knowers of Their “Needs”
Throughout my interviews, the idea that teachers knew their own needs for professional
development was prevalent. This idea was even more prominent with the veteran teachers I
interviewed. Take Luna's comment about her needs--as a thirty-year teacher--as compared to the
needs of younger teachers.
Now, I think it would be helpful to some young teachers if there's more of a mentoring
piece. I think somehow, and I don't know how you do this, they need to be taught to listen
a little bit more. We're into a generation now that they... for lack of better words, they
think they know what we’re saying, and they're just like ‘I do,’ and you're probably
seeing that now too a little bit....So I think there's... I think it would be helpful to have
more of a mentoring piece... but I don't really know how you tell, unless you're... You
don't say, ‘hey just shut up and listen.’ Because this is not going to work, I don't know.
How do you tell people to do that?
Wilma, another veteran teacher, also talked about how her experience allowed her to know what
she needed regarding professional development.
For third grade, I've been doing it for 20 plus years. I feel pretty good about it. In fact,
there's a lot of times when I change the things that the district wants me to do because I
either don't see the need for the way it's done, or I see the need for my students to be
taught in a different format, so maybe I’m my own professional developer at times.
Her focus on needs in this snippet from the interview illustrates all of the ideas captured within
the theme of teachers knowing their needs. These included that they knew their practice or
content, that they knew their students, and that they believed their administrators' or school
district's knowledge was not as robust or essential as their own. Wilma further expands on the
idea that veteran teachers know their needs when she says,
I didn't do as many [professional development offerings] as a lot of teachers because I
just didn't feel I needed it, and a lot of the things... Different name, same stuff. After
you've done it for so many years. So for someone who's a veteran like myself... I might
not have been involved in as much as others.
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Recall one of the findings of the first research question, that some school leaders
determined which professional development opportunities to offer to teachers based on the
school leaders’ interpretations of the teachers’ needs, while others tried to start by evaluating
students’ needs. Lisa, the literacy instructional coach, talked about how knowing the students’
needs could drive the teachers’ professional development opportunities.
Personally, my own thought is, one size does not fit all, and that's why I had left a couple
of school districts because they felt one-size reading program, and I don't believe that,
and especially after being 15 years with BOCES, we need to reach each child
individually, and see, where is the need?
Kelsy also talked about her students' needs driving her professional development choices but
focused on their emotional needs, saying, “I would gear towards anything along the lines of just
taking care of my students or emotional needs, and I'm putting that right now before the
curriculum."
Kara echoed the idea that school leaders were not as aware of teachers’ needs as the
teachers themselves.
Most of the time, I have administrators come in and they are deer in headlights that they
don't know what to do. And instead of asking you the question, 'Where did you learn
that? Where did you find that out? Where did…?' I get, 'Wow, that was really nice.'
Relatedly, Margaret talked about how she never got a cue that she might need to engage in more
professional development. "I was very happy with [my teaching] and the administration seemed
happy with what I was doing, so I felt that I don't need to go learn something to... My brain was
already jam-packed…."
Effectiveness of Professional Development
Inherent to the logic model of increasing student success is that if teachers engage in
professional development, they will learn new techniques and content that will make them better
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teachers, thus resulting in increased student achievement. However, the teachers in my study
were split on whether professional development has impacted their teaching practice and made
them better teachers. I was able to pose the question, "Has professional development made you a
better teacher?" to fourteen of the teacher participants in my study. Six of the teachers responded
with resounding support for professional development. None were more enthusiastic than Shari,
who primarily teaches elementary English-Language Arts, and said, "Yes, I love PD! It's my
favorite part of being a teacher." Another five gave a qualified yes. While they ultimately said
that professional development helped them become a better teacher, they did not mean all
professional development. Take Candy, who teaches art, and whose response was aligned with
most non-core content area teachers.
I would say yes. As long as it's the professional development that impacts my content,
because I think realistically, as a special area teacher, much of the content or much of the
professional development within our building has a minimal amount of impact on my
area. Yes, if it's about learning about different learners and different teaching
instructional platforms, but there's... I don't know, maybe in all the years that I've been
teaching, it was easier for me to go someplace else, whether it was a boss workshop or
the other one that has been wonderful for the visual arts is St. Bonaventure’s Quick
Center, they have been crucial as far as what's been offered to the visual arts, but
probably a small percentage of in-house professional development has been supportive of
the special area of teachers.
As discussed earlier, non-core content area teachers felt their content needs were neither
considered nor capable of being met by professional development provided by their schools.
Instead, they tend to seek out specialized professional development on their own. When it was
that specific professional development opportunity they were discussing, they could say that it
had improved their practice.
Margaret, another elementary school teacher, provided a perspective on professional
development that also invoked the idea that not all professional development is equally helpful,
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which was also a theme found in response the third research question, which attempted to
identify the factors that influenced teachers’ decisions.
Yeah, some of them... There were some things I learned within my first five years of
teaching at a workshop, and I'll use them until I retire and I'm kind of passing along to
some of the newer teachers coming up, and sometimes they'll say, 'Yeah, I'll use this and
sometimes not, but... Yeah, there's some that I feel were just good ideas that I don't know
if I would have thought of on my own.
Likewise, Kara, a high school English teacher, qualified her response by saying that "my own
PDs," where she searches online for suggestions from other teachers, are helpful. She responded
further, saying, "When they bring in a speaker that I can't figure out why they're here. But I'm
being talked to like I'm a 10-year-old. Nope, I'm in the back corner on my phone... it doesn't
mean anything to you."
Finally, three teachers claimed outright that professional development did not help them
develop as teachers. Their reasons varied; Luna, a physical education teacher, blamed her
personality for the lack of impact that professional development had, while Marla, a kindergarten
teacher, said that professional development did not matter because teaching
... is a very natural thing. Either you have it, or you don't... I think you can learn new
things, but I would say that it's... I think experience is the best way to become a better
teacher. I don't think it's professional development.
As can be seen from this limited data set, no consensus exists on whether professional
development benefits teachers' practice.
Professional Development Data
Two issues emerged in the course of this study that are related to the collection and
sharing of professional development data. First, differences in data collection systems make it
challenging to track teachers' professional development practices. Although I made identical
requests for data sets to each of the BOCES, the data submitted to me from each BOCES was

153
different. Recall that Table 4-1 shows the data provided by each BOCES. The differences in
the data meant I could not directly compare the professional development opportunities
provided by the two BOCES. Such a discrepancy makes the systematic evaluation of
professional development difficult, making it challenging to make decisions driven by the
availability of high-quality data. The discrepancy in the shared data is also reflected in the
comparisons across BOCES that can be made in this research study. Practically speaking,
however, the differences in the available data that tracks professional development offerings
and decisions makes it much more difficult to set expectations for school leaders to make
thoughtful decisions about what professional development to offer their teachers. Developing a
trusted and reliable source for tracking not just the amount and types of professional
development, but also the impact it has on teachers’ practices is crucial to building momentum
to improve opportunities for teacher learning that increase student achievement.
The second issue regarding professional development data emerged from uncertainty
about the ownership of the data. Accessing data from the BOCES began with conversations
about the nature of the data and its ownership. Program leaders at BOCES A, including the
Professional Development Program Coordinator, the Assistant Superintendent, and the school
attorney, had internal conversations regarding the nature of the requested data and their ability
to share it. There were initially concerns that the data belonged not to the BOCES itself but
rather either to the districts or the individual teachers. This hesitancy in sharing the data was
eventually overcome when the nature of the data was more thoroughly explained and
understood. However, it does point to the idea that more comprehensive attempts to learn from
professional development data--for instance, the percentage of professional development
connected directly to the content areas teachers are certified in--will be challenging to
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ascertain. If individual teachers are the only ones with the knowledge of their complete
professional development history, but schools and educational service agencies like BOCES
are responsible for identifying areas for professional development, then a disconnect may
always exist.
Summary
In this chapter, I laid out my findings for each of my four research questions. In doing
so, I explored the types and amounts of professional development offered to teachers, the
factors behind how those offerings make it to teachers, and the factors teachers use to make
decisions about their professional development choices. Key findings include the lack of
shared definition of professional development and the activities it comprises, that there is a
disconnect between the professional development teachers are offered, and the researchdefined characteristics and features of effective professional development, and that there is
great variance in what professional development is offered to and taken up by teachers, and the
variance is explained by factors that are both systemic and personal. Systemic factors include
mandates and priorities for professional development, the lack of available substitute teachers,
and limited money for professional development. Individual factors include teachers'
individual preferences for logistical concerns such as the time, location, and content of the
offerings.
In Chapter 5, I lead a discussion about what this information means for the education
field, focusing on integrating these new learnings into our professional development models
for teachers. I also explore the implications and limitations of the findings and suggest areas
for future research.
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Chapter 5: Discussion
This study focused on understanding the decision-making processes school leaders and
teachers apply to offering and participating in teacher professional development. These decisions
are important because they help the field understand why certain professional development types
are not popular with teachers. This information can be used in conjunction with research about
effective professional development characteristics to understand better how to improve teacher
professional development.
To analyze these decisions, this study investigated four research questions. The first
research question focused on how much and the types of professional development offered to
teachers. I did not have any conjectures aligned with this research question, as the role this
question had in my study was to begin quantifying the professional development data. Therefore,
while this question led to numerous important findings, including allowing for comparisons
against the research on characteristics of effective professional development, its primary purpose
was to provide context for the findings of the other three research questions.
The second research question investigated the factors that influenced the professional
development offerings for teachers. Relevant research literature discussed how school leaders
bring their own experiences and knowledge of teaching, learning, and content to their
interpretation of policies and potential development (Scott Nelson, 1998). Because of this, I
conjectured that school leaders would strongly influence the professional development
opportunities teachers were offered and those in which they chose to participate. Additionally, I
thought these decisions might be based on the principals' beliefs about teaching and learning.
Both of these conjectures were reasonable given the findings of this study.
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The third research question focused on the factors that influenced the professional
development offerings in which teachers chose to participate. Again, based on the work of Scott
Nelson (1998), I conjectured that school leaders would express a vision of instruction and then
select professional development opportunities for their teachers that were in line with that vision.
Additionally, based on my own experiences as an educator, I conjectured that leaders beyond
school principals are influential in making decisions about the professional development
opportunities offered to teachers. Finally, based on literature about policy and bureaucrats (i.e.,
Brehm & Gates, 1997; Spillane & Callahan, 2000), I conjectured that state and federal policy
changes impact the professional development opportunities offered to teachers. The results of the
study showed that while my conjectures about the role additional school leaders and state and
federal policies played in impacting decisions about teachers’ professional development were
reasonable, the conjecture that school leaders would express a vision of instruction and then
select professional development opportunities for teachers in line with that vision, was not.
Finally, the fourth research question asked how school leaders and teachers talk about
professional development. My experience as a school district administrator led me to conjecture
that patterns would develop within districts and across types of professional development in
which teachers engaged. Additionally, based on Guskey's (1997) discussion on how professional
development systems often undervalue the role that informal learning opportunities have on
teacher practice, I conjectured that teachers would credit their informal learning networks to
impact their learning. While both of these conjectures were reasonable—patterns among and
across types of professional development emerged and teachers did credit their informal learning
networks—other findings included the lack of clear and shared definitions and ideas of the
purpose of professional development.
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Overall, the goal of this study was to investigate the idea of professional development as
a buffet (Dotger, 2020). I sought to understand how decisions are made about the choices that
appear on the buffet table, as well as how teachers make choices about what to move to their
plates. The results of the study showed that the professional development as restaurant buffet
analogy (Dotger, 2020) is an apt comparison. For starters, what appears on the professional
development buffet is a selection of choices that have mostly been preselected and approved by
school leaders. In this way, school leaders act like the chefs preparing the buffet menu, deciding
what may and may not be offered and approved. Likewise, much like with a buffet, this study
showed that many teachers are given wide latitude to select their own professional development
opportunities from the offerings, and that some topics in education constitute a large proportion
of the buffet table and appear in multiple formats. Meanwhile, other topics are afforded little, if
any space on the buffet, forcing teachers to supplement their choices elsewhere. Furthermore,
while research has shown that the most effective professional development experiences include
the same “ingredients” (i.e., characteristics), teachers prefer professional development that aligns
with their individual “tastes” (i.e., preferences like logistics, enjoyability, and type).
Ultimately, the analogy of the professional development buffet (Dotger, 2020), serves to
set-up ongoing investigations into and discussions about the purpose, selection, development,
and enactment of professional development opportunities. These ideas are discussed later in this
chapter, under the heading of “Implications” and “Areas of Future Research.” Before I explore
those, though, I turn to overviewing the limitations of this study.
Limitations
Various constraints limit the generalizability of the results of this study. The first source
of limitations for this study is the systems the study investigated. In New York State, there exists
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no overarching tracking and monitoring system for capturing the professional development
provided by schools and Educational Service Agencies or for capturing the professional
development in which licensed teachers engage. Instead, each teacher is left to track their
progress toward the 100 hours of professional development over five years certification
requirement by collecting the certificates awarded at each approved session they attend. This
process breaks down when teachers engage in professional development that does not result in a
certificate, meaning that these events are much less likely to be formally acknowledged as
professional development events. Furthermore, each ESA and school district uses its system for
collecting data related to the professional development they provide. This results in differences
in the types of data collected by each organization, including information about the teachers the
professional development was provided to, the qualifications of the provider, and the time,
duration, and nature of the professional development itself.
The differential in data collection by ESAs is apparent in this study. Ultimately, each
ESA could only provide me with the data they had previously collected, which limited my ability
to look for all relevant comparisons. In this way, my study was limited because I was reliant on
the information collected by each ESA. I was not present at the professional development events
and did not assess their connections to the characteristics of effective professional development
myself; instead, I had to rely on the descriptions and objectives of the professional development
experiences provided to me. Taken together, the difference in data collection systems and the
fact that I was reliant on the data collected by the ESAs to make determinations about their
professional development offerings is a limitation of this study that impacts its generalizability
outside of the ESAs studied.
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A second limitation of this study arises because of my role as the researcher in terms of
my demographics, connections, and experiences, and in terms of my philosophy of science. As
stated earlier, my philosophy of science is aligned with that of a post-positivist. Post-positivism
conceives of the researcher and research participants as independent of each other with their own
experiences--including background, knowledge, and values--that influence their observation
(Johnson & Gray, 2010). Although post-positivists believe in reality, they cannot see that reality
as separate from one's own experiences. Therefore, reality is observed only with some degree of
probability or imperfection. This imperfection results from bias on the part of the researcher and
participants. Therefore, it was important during this study that I paid particular opportunities for
my own bias to impact my attempts to be a neutral researcher. These opportunities arose in my
demographics, connections, and experiences. One of the ESAs that participated in my study is
located in a rural area of New York State, to which I have both personal and professional
connections. I was a former teacher, professional development provider, and school leader in
schools, very much like my participants represented. Therefore, it was easy for me to see myself
in the teachers and school leaders I interviewed. As they talked about their experiences with
professional development, I could connect with them because I shared similar experiences.
While this helped me build rapport with my interview subjects, it also complicated my ability to
stay neutral at the moment. Therefore, I had to stay objective both in the moment of the
interviews and later while coding the interviews and making decisions about thematic
occurrences. Frequent check-ins with the chair of my dissertation committee assisted me in
maintaining reasonable neutrality.
A third limitation of my study is associated with the structure of the study itself. I
completed this study during the worldwide COVID-19 pandemic. The health and safety
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protocols associated with the pandemic had implications for the structure of my study. Instead of
interviewing participants in person, I was limited to using Zoom. While this platform worked, I
cannot know if participants would have felt more or less comfortable in a one-on-one interview
setting, which may have altered their answers. COVID protocols also meant that I could not
enter schools directly to recruit participants. This implicated the need for the snowball sample,
another limitation of the study's design.
COVID has been associated with professional burn-out, which may have impacted my
sampling pool, and has had real and dramatic effects on teachers' opportunities to participate in
professional development since Spring 2020. Many of the teachers I interviewed invoked
COVID as a reason for a downshift in the amounts and types of professional development in
which they have partaken over the last eighteen months. This was specifically evident in the
interviews of teachers who were early (less than three full years) of their teaching career, as they
had few prior professional development experiences from which to compare.
In addition to the timing of this study, sampling presents another constraint in this study.
Sampling was limited to ESAs in New York State, and all of the interviews came from the
school districts served by one ESA is a rural, predominantly white area of New York. Although
selecting one ESA to draw interview participants from was intentional, reliance on snowball
sampling impacted who participated in the study. The snowball sampling undertaken in this
study relied on relationships between interview participants to drive study participation, which
meant that I, as the researcher, relinquished much of the control over sampling, including the loss
of any randomization, and had to rely only on my screening criteria for participant selection.
Instead, I had to rely on my early research participants to go out and source more participants.
This means that I probably dipped into pools of participants--colleagues who were friendly with
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each other and may have shared the same views about professional development. In this way, the
representativeness of my sampling was not guaranteed, and therefore I had to work against
sampling bias by ensuring that I had a sufficient number of participants to reach both code and
meaning saturation.
My sampling limitations resulted from limited resources, including time and money, and
resulted in the heterogeneity of the study group. All of my interview participants were white.
While this is reflective of the communities this ESA serves (the two counties the ESA covers are
95.6% and 91.9% white alone; www.census.gov), it means that my study does not capture the
experiences of teachers and school leaders who are People of Color. Nor does this study capture
the experiences of teachers and school leaders in urban areas, where the reliance on ESAs as
professional development providers may be significantly different. To that point, this study
points out that variability exists in individual school districts’ use of ESAs as a source of
professional development, with some districts relying more heavily on the ESA than others. I
was only able to capture the experiences of teachers and school leaders in six districts in one
ESA. Therefore, in no way can this study be considered a comprehensive analysis of the use of
ESAs as professional development providers, nor of the opportunities that individual school
districts provide to their teachers or that individual teachers search out for themselves.
While all of these limitations impact the overall generalizability of the study results,
broader and more generalizable questions can be derived from the findings and investigated with
a more diverse participant pool in the future.
Implications
The results of this study hold a number of implications for various stakeholders,
including potential areas for future research, those making regulations and policy, the practice of
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school leaders and teachers, and the actions of professional development leaders. These
implications are summarized in Table 5-1 and expanded on below.
Table 5-1
Summary of the Study’s Implications
Implications for Future Research
• Need to identify the purpose of professional development, with special attention paid
to the different purposes of the different types of professional development
• Need to establish how skilled teachers are at identifying their students’ needs
Implications for Regulations and Policy
• Current CTLE requirements in NYS do not necessarily result in professional
development experiences that utilize effective characteristics
Implications for School Leaders and Teachers
•
•
•

Development and distribution of a vision for instruction
Establishment of expectations for teachers’ professional learning
Review the effectiveness of turnkey or “train the trainer” models of professional
development
Implications for Leaders of Professional Development
• Identify the degree to which professional development leaders know about and use the
characteristics of effective professional development
Implications for Future Research
The education field is no stranger to the accusation of a gap between what research can
validate and what practices occur in the field. As it is called, the research-to-practice gap has
traditionally focused on the differences between what science has shown is known and
understood about students and their abilities to learn and how schools are built and teachers teach
in the classroom. This study, however, points out a new variation on the research-to-practice gap.
A gap exists in the education field between what research has learned about how professional
development benefits teachers and students and how professional development is operationalized
in schools. The gap, too, is broad, in that not only is the practice of professional development
different, but teachers and school leaders, as described in Chapter 4, have difficulty even
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defining and agreeing on the purpose of professional development. Therefore, this study holds
implications for future research conducted on professional development.
Future research implications include identifying the purpose of professional development.
In addressing professional development, other characteristics are implicated, making their
clarification necessary, too. For example, these include developing and adopting a common and
shared definition for its practice and whether the different types of information presented during
professional development are equally valuable. In attempting to study the professional
development decisions of school leaders and teachers, the variation in these understandings
among interview participants made it difficult to understand whether the decisions about
professional development opportunities are influenced by the type of professional development
offered.
Additionally, this study implicates the need for future research on professional
development to take up the question of teachers' knowledge of needs. A common refrain from
the teachers that participated in this study was the idea that they knew the needs of their students,
their content, and themselves. For the most part, the teachers I interviewed were adamant that
they could self-select the topics they needed professional development on. This knowledge
stemmed from the idea that they—not their principals or other school leaders—knew their
students' abilities, struggles, and academic and social-emotional needs. With this mindset,
teachers were automatically less open to the professional development selected for them and
more open to the professional development they perceived to be meaningful based on their
knowledge of their students.
This finding also implicates the need for future studies to investigate the alignment
between teachers’ perceptions of their students’ needs and other assessments of students’ needs.
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An example of such work could include collecting survey data from a group of teachers about
their perceptions of their students’ needs (e.g., introduction to new learning; support or
reteaching with prior ideas; emotional/social support with peers, etc.) and collecting similar data
from students’ families or students themselves. An analysis of such data could reveal the areas
where teachers’ perceptions about students’ needs are aligned with other sources of data, which
can begin to shed light on how accurately teachers are able to interpret their students’ needs.
Implications for Regulations and Policy
There is little evidence that changes to regulations and policy, such as the implementation
of the CTLE requirement by NYSED, have had a meaningful change in the professional
development practice of teachers. Although the CTLE requirement mandated that professional
development providers register with NYSED and have their topics approved, this serves as an
absolute minimum level of quality check. In this system, while the broad topic is approved,
neither the structure nor the content of the activities is assessed. This study, which assessed
professional development offerings after implementing the CTLE system, demonstrates that this
change has not afforded teachers a significant likelihood of participating in professional
development that meets the criteria for effective professional development. For that to happen,
we would have to imagine regulations and/or policies that get to the heart of the teaching and
learning relationship and promote and prioritize opportunities for teachers to engage in the types
of professional development built on effective characteristics.
Implications for School Leaders and Teachers
Implications from this study also arise for school leaders and teachers. First and foremost,
as is noted by the work of Cobb and associates (2018), the existence of a vision for instruction is
crucial for increasing the effectiveness of professional development. Professional development
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opportunities relevant and coherently designed or selected based on the school or district's
instructional vision are more likely to improve students' learning outcomes (Garet et al., 2001).
However, if an instructional vision does not exist or the relevant decision-making stakeholders
are unaware of the vision, there is no way to align professional development decisions
appropriately.
Additionally, the study implicates that school leaders need to establish expectations for
their teachers' professional learning. While some schools may have requirements for teachers
after they have completed a professional development experience—for example, presenting at a
faculty or board of education meeting or being responsible for turnkeying something they have
learned—there does not seem to be a system or set of criteria teachers and school leaders can use
to make their decisions about offering and accessing professional development. These
expectations should be built on the characteristics of effective professional development found in
the research, which would focus the teachers' and school leaders' attention on ideas such as the
duration, content connections, and opportunities for active learning and collaboration.
Likewise, this study has implications for school leaders who have relied on turnkey
training or “train the trainer” models of distributing learnings from professional development.
Through turnkey training, school leaders encourage the idea that the learning that takes one
teacher a day or more to learn, under the guidance of a skilled facilitator, can be replicated and
taught to others in less time, with less practice, and by those with less experience working with
adult learners. When teachers are asked to participate in professional development and then are
expected to turn around and teach other teachers what they have learned, signals are passed along
about the importance and value of the professional development experience and the facilitators
of professional development. Particularly, the finding from this study that teachers have widely
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differing ideas about the purpose of professional development, which can impact their attendance
and attention to professional development activities, implicates a need for reflection on how and
whether turnkey and “train the trainer” models actually achieve the desired results. a more
effective approach would be to replace turnkey training with a focus on building a cohesive and
coherent plan for professional development that considers characteristics of effective
professional development such as duration and connections to content.
Implications for Professional Development Leaders
This study also holds implications for the leaders of professional development. Among
these implications should be conversations around the individuals' training on designing,
selecting, and implementing professional development. This study leads to questions regarding
professional development providers' knowledge and skill base. What do these individuals need to
know about what topics to provide professional development effectively? What do these
individuals need to know about the effectiveness research? These conversations should implicate
not just the time-held topics of adult-learning theory but what the field has learned about
characteristics of effective professional development, curriculum design and implementation,
and content-area knowledge. Following this line of thinking, this study implicates the need to
examine further the qualifications of those who provide professional development. How can
those making decisions about what professional development to provide and attend be assured
that the professional development providers are competent? As explained earlier, the attempts by
New York State to oversee the professional development provided to its teachers through the
CTLE process do not seem to have been effective; what other credentialing or clearinghouse
processes could be implemented to assist those in the field in making these critical decisions?
This is especially relevant given that this study has pointed out that teachers seek and engage in
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professional development from sources other than just those their school leaders advocate. In
what ways, we should be asking, can we attempt to understand and help teachers evaluate the
quality of these experiences?
Areas for Future Research
The results of this study can be used to drive future research agendas in the area of
teachers' professional development opportunities. One such area for further research is related to
the structure of this study. For this study, I hypothesized that ESAs play a significant role in
providing teachers with professional development opportunities. For that reason, I made
sampling and interview choices that prioritized understanding the role of the ESA and
underemphasized the role of the school districts and individual teachers in providing professional
development. For instance, I chose to interview teachers from a range of schools within one ESA
rather than focus on the experiences of multiple teachers and school leaders within one district.
Such an approach--that of a case study of a single school district or school building--would be
beneficial as it could more fully capture the story of the professional development system as a
whole. It could more fully capture a variety of perspectives--from individual teachers engaging
in informal professional development to school leaders making targeted choices for all teachers
in a building or district--that my study could not achieve. A study that considered multiple case
studies and prioritized sampling from districts that both rely heavily on ESAs and those that do
not would be especially beneficial in understanding the variety of types of professional
development opportunities in schools.
Another area for future research that this study highlights is the need for more research
on the characteristics of effective professional development. Although multiple research studies
have been conducted and point to a core group of characteristics, we know little about how these
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characteristics achieve effectiveness. Taking the six characteristics of effective professional
development advocated by Garet and colleagues alone (2001), 720 permutations of those
characteristics exist. While the research implies that all characteristics must be present in the
professional development experience, we do not know how much of each characteristic is needed
or how the characteristics interact. A better understanding of the importance of each of those
characteristics and in what weight can assist school leaders and teachers make decisions about
available professional development opportunities.
Relatedly, a better understanding of the mechanisms of teacher learning is needed. To
truly understand the impact professional development has on student achievement, each
component of the link between professional development and student achievement must be
studied, including how professional development results in teacher learning. The research on
teacher learning must include discussions about evidence of change, duration, and impact. For
instance, we must ask questions about the period over which changes to practice must be visible
to qualify as learning and change. Only when we truly understand how teacher learning occurs
can we design and implement professional development programs that genuinely lead to
increases in student achievement.
Finally, this study implicates the need for professional development systems that are
robust and aligned to the characteristics of effective professional development. The current
professional development types reflect constraints in the system, including time, money, and
qualified substitutes. As it stands now, there are limited opportunities for teachers in New York
State to participate in professional development that occurs outside of their contractual work
hours and get paid for their time. Participation in professional development during contractual
time means teachers must leave the classroom, resulting in missed instructional opportunities for
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students. Any attempt to move to a professional development system based on the characteristics
of effective professional development would require increased investment in time, resources, and
opportunities for teachers to collaborate. If teachers are to be appropriately compensated for this
work, and I believe they should be, decisions about cost and funding will be implicated, both on
a state and local level. Research is needed to determine how money is spent on professional
development and how changes could be made to align that spending with more effective
professional development methods.
Summary
In this study, I sought to understand better the buffet of professional development options
that Juliette faced in the opening vignette. Studies such as this one assist the field in
understanding what professional development is offered to teachers, the factors that influence the
professional development offered to teachers, and the factors behind teachers' professional
development choices. These understandings help the field ask questions about future professional
development opportunities, including, a) how are we labeling the professional development that
ends up on the buffet? b) is all professional development on the buffet equally nutritious? and c)
what considerations go into determining the size and sample on the buffet? These questions have
implications for the development of teachers' practice and the ongoing efforts to increase student
achievement, which have implications for equitable and accessible learning opportunities and
outcomes. In order to target and make progress on these goals, we must not only consider what
the field can tell us about effective professional development but also what we can learn about
professional development opportunities and the decisions behind school leaders' and teachers'
choices.
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Appendix A: Professional Development Data Working Codebook
Node

Level 1
Description

Level 2
Description, if
applicable

Coding Scheme

Athletic Coaching

1

Career and
Technical
Education

2

Curriculum

Category or
Subcategory: How is
the activity
categorized by the
BOCES? What
secondary
categorization is
indicated?

Culture

Career & Tech Ed

3

College, Career, &
Civic Readiness

4

Data Driven
Instruction

5

Early Childhood
Education

6

Effective Use of
Technology

7

Instructional
Strategies

8

Interdisciplinary
Teaching

9

Learning Standards

10

Middle Level
Education

11

Project-Based
Learning

12

Response to
Intervention

13

Special Education
Strategies

14

Other

15

Notes

171
Social Emotional
Learning

16

Distance Learning

17

Environmental
Education

18

Exceptional
Education

19

Labor Relations

20

Leadership

APPR Teacher
Evaluation

21

APPR Evaluator

22

Leadership
Development

23

School/District
Planning

24

Using Data

25

Library Services

26

Mentor/Mentee

27

Professional
Development

28

Regional Scoring

29

Summer School

30

Regional or OnDemand: Was the
event open to the
whole region or was
the PD scheduled in
one district at the
district’s request?

If the seminar title
includes “On
demand”, then it
was scheduled at
the district’s request

0 - Whole Region
1 - On demand

Repeated Event:
Was this event

Yes/No/Unsure

0 - no
1- yes

Clarify: Not an
ongoing event, but
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repeated in the same
or similar iteration?

2- unsure

CTLE Topics: What
topics were CTLE
credits awarded for?

Pedagogy
Content
ELLs

0 - None
1 - Pedagogy
2 - Content
3 - ELLs
4 - Pedagogy &
Content
5 - Pedagogy &
ELLs
6 - Content & ELLs
7 - All

CTLE Hours: How
many hours of CTLE
credit were awarded?

Code as the
number of hours
reported

Code as the
number of hours
reported

Date: What day(s)
was the PD
facilitated?

Code as the days
reported

Code as the days
reported

Total Hours: How
many total hours of
PD were provided?

Code as the
number of hours
reported

Code as the
number of hours
reported

Teachers--Full Day:
How many teachers
attended the full-day
PD?

Code as the
number of teachers
reported

Code as the
number of teachers
reported

Teachers--Half Day:
How many teachers
attended the half-day
PD?

Code as the
number of teachers
reported

Code as the
number of teachers
reported

Paraprofessionals-Full Day: How many
paraprofessionals
attended the full-day
PD?

Code as the
number of
paraprofessionals
reported

Code as the
number of
paraprofessionals
reported

Paraprofessionals-HalfDay: How many
paraprofessionals
attended the half-day
PD?

Code as the
number of
paraprofessionals
reported

Code as the
number of
paraprofessionals
reported

multiple versions of
the same event
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Principals-- Day:
How many principals
attended the full-day
PD?

Code as the
number of
principals reported

Code as the
number of
principals reported

Principals--Half Day:
How many principals
attended the half-day
PD?

Code as the
number of
principals reported

Code as the
number of
principals reported

Others--Full Day:
How many others
attended the full-day
PD?

Code as the
number of others
reported

Code as the
number of others
reported

Others--Half Day:
How many others
attended the half-day
PD?

Code as the
number of others
reported

Code as the
number of others
reported

District Attendance:
How many
participants attended
from each district in
the BOCES?

Districts are
labelled A-X; code
with the number of
participants
reported

Districts are
labelled A-X; code
with the number of
participants
reported

Data Components Part I: Information provided in the data that doesn’t require coding
Date: What day(s) was the PD facilitated?
Duration: How many total hours of PD were provided?
CTLE Hours: How many hours of CTLE credit were awarded?
Teachers--Full Day: How many teachers attended the full-day PD?
Teachers--Half Day: How many teachers attended the half-day PD?
Paraprofessionals--Full Day: How many paraprofessionals attended the full-day PD?
Paraprofessionals--Half Day: How many paraprofessionals attended the half-day PD?
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Principals-- Day: How many principals attended the full-day PD?
Principals--Half Day: How many principals attended the half-day PD?
Others--Full Day: How many others attended the full-day PD?
Others--Half Day: How many others attended the half-day PD?
District Attendance: How many participants attended from each district in the BOCES? Districts are
labelled A - X

Data Components Part II: Nodes derived from columns of data provided by the BOCES

Definitions:
Node and Defining Questions: These nodes contain the language used by the BOCES in the construction
of column headings in their data submission. The questions that accompany the nodes provide context.
Name of the Column(s) to Code: What data points from the BOCES data will be analyzed for this node?
Coding Scheme: Directions for coding the node.
Notes: Clarifications and examples/non-examples, as needed
Node and
Defining Questions
Subcategory: How is the
activity categorized by the
BOCES?

Name of the
Column(s) to Code

Coding Scheme

Subcategories from
07/01/2016 to
06/30/2020

1
Athletic Coaching
2
Career and Technical
Education
3
Culture--Other
4
Culture--Social
Emotional Learning
5
Curriculum--CTE
6
Curriculum--College and

Notes
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Career Readiness
7
Curriculum--Data Driven
Instruction
8
Curriculum--Early
Childhood
9
Curriculum--Effective
Use of Technology
10
Curriculum--Instructional
Strategies
11
Curriculum-Interdisciplinary
Teaching
12
Curriculum-Learning
Standards
13
Curriculum--Middle Level
Education
14
Curriculum--Project
Based Learning
15
Curriculum--Response to
Intervention
16
Curriculum--Special
Education Strategies
17
Distance Learning
18
Environmental Education
19
Exceptional Education
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20
Labor Relations
21
Leadership--APPR
Evaluator
22
Leadership--Leadership
Development
23
Leadership--School
Planning
24
Leadership--Using Data
25
Library Services
26
Mentor/Mentee
27
Professional
Development
28
Regional Scoring
29
Summer School
COSER Category: What
state-approved COSER
category does the BOCES
attribute the PD to?

COSER Category

1 - Environmental Ed.
2 - Distance Learning
3 - Media Services
4 - Shared Staff
Development
5 - Athletic Coaching
6 - Library Services
7 - Model Schools
8 - Technology
Coordination
9 - STEM (Science Kits)
10 - Curriculum
Coordination
11 - Community Schools
12 - Professional
Development
13 - Mentor/Mentee
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14 - Eisenhower
15 - CTE Internal
16 - CTE PD
17 - Exceptional Ed
18 - Labor Relations
19 - Summer School
Regional or On-Demand:
Was the event open to the
whole region or was the PD
scheduled in one district at
the district’s request?

Status

0 - Whole Region
1- On-demand

CTLE Topics: What topics
were CTLE credits awarded
for?

CTLE Topics

0 - None
1 - Content
2 - Pedagogy
3 - Content & Pedagogy
4 - Content & ELLs
5 - ELLs
6 - ELLs & Pedagogy
7 - ELLs, Content &
Pedagogy

Repeated Event: Was this
event repeated in the same
or similar iteration?

Date

0 - No
1 - Yes

Clarify: Not an ongoing event
(like a CLC), but multiple
versions of the same event

Data Components Part III: Nodes developed by the researcher to interpret the data provided by the
BOCES

Definitions:
Node and Defining Questions: These nodes contain the language used by the BOCES in the
construction of column
headings in their data submission. The questions that accompany the nodes provide context.
Conceptual Connection: Why is this node important? What concepts is it connected to?
Supporting Literature: Where is this idea supported in the literature?
Name of the Column(s) or Nodes that Contribute to the Code: What data points from the BOCES data
will be analyzed for
this node?
Coding Scheme: Directions for coding the node.
Notes: Clarifications and examples/non-examples, as needed
Node and

Conceptual

Supporting

Name of the

Coding Scheme

Notes
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Defining
Questions

Connection

Literature

Content:
What was the
topic of
professional
development?

Column(s) or
Nodes that
Contribute to the
Code
Seminar Name,
Short Description,
Long Description,
Objectives, Topics,
Tags

0 - unknown
1 - Physical
Education
2- Literacy
3 - Library
4 - Social Studies
5 - Social Studies
& Literacy
6 - STEM
7 Math
8 ELA
9 Social Studies
and STEM
10 - ELA and Math
11 - Music
12 - ELA and
Social Studies
13 - Visual Arts
14 - STEM and
Math
15 - Various
16 - LOTE

Duration:
How long was
spent in the
PD activity?

Effective
PD is
sustained
over time

Garet, Porter,
Desimone,
Birman, &
Yoon (2001);
Blank & de
Las Alas
(2009)

Date, Duration
0 - one time
(hours), Repeated
1- sustained over
Event--based on
time
number of days that
the PD opportunity
lasts and the amount
of time involved in
the PD opportunity

Active
Participation:
Are
participants
able to try out
the

Effective
PD engages
teachers as
active
participants

Garet, Porter,
Desimone,
Birman, &
Yoon (2001);
Blank & de
Las Alas

Objectives, Short
Description, Long
Description-Information
included can be
used to determine

0 - passive
participants
1 - active
participants

Ex:
Collaborative
Learning
Communities,
where the
event is spread
across a
number of days
across the year
is sustained
over time
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instructional
strategies they
are being
taught?

(2009)

whether the teachers
are active
participants in the
PD opportunity

Do the
objectives
make it clear
that the
teachers are
engaging as
learners?
Connected to
Content: Is
the PD
connected to
the content
that the
participants
teach?

Effective
PD is
connected to
the content
areas that
teachers
teach

Garet, Porter,
Desimone,
Birman, &
Yoon (2001);
Jackson, Horn,
& Cobb
(2018); Blank
& de Las Alas
(2009)

Audience,
Objectives, Short
Description, Long
Description

0 - disconnected
from content
1- connected to
content

ReformType: Does
the PD
conform to the
description of
reform-type
PD as found in
the literature?

Effective
PD is
reform-type
PD

Garet, Porter,
Desimone,
Birman, &
Yoon (2001)

Objectives Evidence within the
objectives

0 - traditional type
1 - reform type

Collective
Participation:
Does the
activity
provide
opportunities
for multiple
participants
from the same
school, grade,
or team to
work together?

Effective
PD includes
collective
participation

Garet, Porter,
Audience, PreDesimone,
requisites,
Birman, &
objectives
Yoon (2001);
Jackson, Horn,
& Cobb, 2018;
Blank & de
Las Alas
(2009)

Does the

0 - no
1 - yes
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activity bring
the same
group of
teachers
together
repeatedly?
PD Type:
What is the
structure of
the PD
activity?

4 types of
PD support
that can
promote
teacher
learning

Jackson, Horn,
& Cobb
(2018)

0 - workshop PD
1 - teacher
collaborative time
2 - content-focused
instructional
coaching
3 - teachers’ advice
networks
4 - other

Data Components Part IV: Nodes developed by the researcher that are unable to be answered from
the data provided by the BOCES*
*These nodes will need to be explored in surveys and interviews. I anticipate this chart will grow as data is

collected and analyzed in Phases I and II.
Definitions:
Node and Defining Questions: These nodes contain the language used by the BOCES in the
construction of column headings in their data submission. The questions that accompany the nodes provide
context.
Conceptual Connection: Why is this node important? What concepts is it connected to?
Supporting Literature: Where is this idea supported in the literature?
Notes: Clarifications and examples/non-examples, as needed
Node and
Defining
Questions

Conceptual Connection

Cohesion and
Effective PD is part of a
Coherence: Is the
cohesive PD program
PD planned and
implemented
coherently with the
rest of the school or
district’s
professional

Supporting
Literature
Garet, Porter,
Desimone, Birman, &
Yoon (2001); Jackson,
Horn, & Cobb (2018)

Notes
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development plan?
Facilitator Skill:
Do participants in a
PD session
perceive the
facilitator has the
necessary
knowledge and
skill to teach this
PD?

Effective PD has
facilitators with expertise
in ambitious and equitable
teaching and knowledge of
teacher development

Jackson, Horn, &
Cobb (2018)

Vision of
Instruction: Do
teachers and
leaders share a
vision of highquality instruction?

PD is more effective when
the teachers and leaders
share a vision of highquality instruction

Jackson, Wilhelm, &
Munter (2018)

Are PD decisions
made with a shared
vision of
instruction in
mind?
Notes from the PD
Data
To what extent do
teachers choose to
participate in PD
based on what
their colleagues
are choosing?

Many districts showed
a propensity for
teachers to attend PD
by themselves (as the
only person from the
district).

To what extent do
teachers believe
technology can be
implemented into
their instructional
practice absent
specific
connections to
standards.

The amount of PD that
was done on tech was
high; almost none of it
had explicit content
connections.

What are their
thoughts about

The higher the number
of participants from
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the structure of
PD that targets
large groups vs.
those that target
small groups?
Questions about
their satisfaction
with the amount
of PD they are
able to do/able to
select on their own

one school district, the
higher the likelihood
that the PD would not
display aspects of
reform-type.
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Appendix B: ANOVA and Related Test Results
Active Participation
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185

186
Collective Participation

187

188

189

Multiple Days
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Appendix C: Tukey Test Results
Active Participation

Collective Participation

192
Multiple Days
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Appendix D: Survey Documents
Survey Recruitment Email Script
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Superintendent Survey Recruitment Email Script
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Survey Consent Document

196
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Appendix E: Interview Documents
Interview Recruitment Email Script
Hello! Thank you for contacting me regarding this research opportunity. Participants in this
research study are eligible for a drawing for a $100 Amazon gift card. Your chances of winning
are approximately 1 in 40.
My name is Jennifer Heckathorn and I am a PhD Candidate at the School of Education at
Syracuse University. My research is on gaining insights into the decisions that lead to teacher
professional development opportunities.
I am writing to ask you to participate in a one-on-one interview about your experiences as either
a teacher or school leader with professional development. The interview will last approximately
45 minutes and will take place via Zoom or a similar platform.
Your participation is completely voluntary and you are welcome to quit the interview at any
time. Participation in the incentive drawing is not contingent on full participation in the study.
Participants who choose to withdraw their consent to participate will remain eligible for the
incentive drawing.
If you are 18 years of age or older and are willing to participate, please reply to this email or give
me a call at 716-353-2805.
Questions about this research can be directed to: Jennifer Heckathorn at jlheckat@syr.edu.
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Interview Consent Document
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201
School Leader Interview Tool
1. Tell me a little about your background as a school leader. How long have you been a
school leader? In this district? What NYS certifications do you hold?
2. I am interested in learning about the decisions behind the professional development you
provide for teachers. Tell me what a typical year of PD looks like for your teachers. Do
they ever take PD in the summer? How many days throughout the school year does the
average teacher participate in PD?
3. What types of professional development do you usually find yourself arranging for your
teachers? Training? Workshops? Seminars? National? Conferences? Book-study
groups? PLCs? How consistent is the messaging in the different professional
development opportunities they participate in?
4. Can you describe some of these experiences? What were teachers doing during the
PD? What was the presenter or facilitator doing? How did the teachers interact with their
colleagues? What does typical PD follow-up look like? How much professional
development do you facilitate?
5. How do you communicate professional development opportunities to your teachers?
Where do they learn about professional development opportunities? How do you decide
which professional development to recommend?
6. How easy or difficult is it for your teachers to attend PD? Do you support your teachers
in attending any type of professional development? What prevents you from supporting
some PD for your teachers?
7. How do you decide which professional development to approve for your teachers’
attendance? Who pays for their professional development? Do they get paid for
attending PD?
8. What prevents teachers from participating in professional development that you want
them to attend?
9. Do you see any similar characteristics among professional development opportunities
that your teachers ask to attend?
10. Who sets the priorities for your teachers’ PD? What percentage of your teachers’ PD is
self-selected? Administrator-suggested? Mandatory?
11. When you plan a professional development day, what do you consider?
12. I want to give you a scenario that my own experiences have shown me is fairly common
in education. I’d like you to walk me through your thinking and decision process.
a. It’s a professional development day at your school. You have been tasked with
creating the schedule. What drives your thinking and selection?
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b. You receive an email in June about professional development offerings through
the summer. What influences whether you will offer those opportunities to your
teachers?
c. You announce your school will be moving to a new set of curriculum materials
and there will be a variety of professional development offerings to help teachers
learn about it. Which types of professional development are you setting up?
d. Can you think of any other common examples of how you present teachers with
professional development choices?

Teacher Interview Tool
1. Tell me a little about your teaching background. How long have you been teaching? In
this district? What do you teach? What NYS teaching certifications do you hold?
2. I am interested in learning about the reasons you participate in professional
development. How would you define professional development? What counts?
3. Tell me what a typical year of professional development looks like for you. Do you ever
take professional development in the summer? How many days throughout the school
year do you participate in professional development?
4. What types of professional development do you usually find yourself participating in?
Training? Workshops? Seminars? National conferences? Book-study groups? PLCs?
How consistent is the messaging in the different professional development opportunities
you participate in?
5. Can you describe some of these experiences? What were you doing during the PD?
What was the presenter or facilitator doing? How did you interact with other colleagues
during the PD? What does typical PD follow-up look like?
6. How do you learn about professional development opportunities? Where do you learn
about professional development opportunities? How do you decide which professional
development to attend?
7. How easy or difficult is it for you to attend professional development? Do you feel
supported to attend the professional development you want? What prevents you from
participating in professional development that you want to attend?
8. Who pays for your professional development? Do you get paid for attending professional
development?
9. Are there any similar characteristics of professional development that you tend to find
yourself more interested in? When you have professional development choices, what do
you consider?
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10. Who sets the priorities for your professional development? What percentage of your
professional development would you say is self-picked? Administrator-suggested?
Mandatory? Admin ever directly suggested a PD?
11. When you experience professional development that is about instructional technology,
what role does your teaching content play in the professional development?
12. Has PD made you a better teacher?
13. I want to give you a few scenarios that my own experiences have shown me is fairly
common in education. I’d like you to walk me through your thinking and decision
process.
a. It’s a professional development day at your school. You have been given a
schedule that shows what PD opportunities are available at different times
throughout the day. How do you make your choices?
b. You receive an email in June about professional development offerings through
the summer. What influences whether you will participate in those activities?
c. Your principal announces your school will be moving to a new set of curriculum
materials and there will be a variety of professional development offerings to help
you learn about it. Which types of professional development would you be
interested in attending?
d. Can you think of any other common examples of how you are presented with
professional development choices?
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Appendix F: Interview Data Working Codebook
Name

Description

Communication of
Opportunities

How teachers learn about PD opportunities; How school
leaders tell teachers about PD opportunities

19

59

BOCES

References to getting opportunities from BOCES

13

13

List Serve

Opportunities are announced via email list serves

2

2

Outside Influencers

Getting opportunities from others, not related to school
leaders, BOCES, or professional organizations i..e. guru’s

5

7

PD Days

Formalized PD Days in school districts

2

4

Professional
Organizations

State or national organizations

4

5

School Leaders

Leaders within the school/district

12

14

Teacher Center

Specific reference to NYS Teacher Centers

3

4

Word of Mouth

Heard about PD from other teachers

5

5

1

1

Info about the interviewee or their school/ system, can
include: years experience, school name, type of program, etc.
Code certification as a child-node

27

72

The certification areas of the interviewee

27

31

Effective PD

Answers the question: Has PD made you a better teacher?

21

24

Enhancers

Things that enhance PD; make it more effective/better/easier
From both school leader and teacher perspective

13

27

Big Picture

Knowing how the PD fits into the big picture or what the big
idea is

3

3

Buy-In

Teachers report PD is better when they buy-into the change

3

5

Caring

PD facilitators care about/for the teachers

2

3

Coaches not Supervisors Role of the PD facilitator

1

1

Collaboration

Between colleagues

6

6

Fun

PD is better when it’s fun

3

4

Providing Physical
Needs

PD gets them something; not learning

2

2

How PD facilitators learn

1

16

Books

Facilitator mentions researchers/books they’ve read

1

2

Formal Education

Mentions of formal (degrees) opportunities to learn

1

1

Learning from
Colleagues

Learning from colleagues with new/different knowledge

1

1

Learning over Time

Facilitators learn and change over time; may involve reflection

1

2

Conceptualization of PD
Demographic

Certification

Facilitator Learning

Files

References
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National Conferences

Facilitators attend national conferences

1

1

Own Research

Facilitator does their own research on effective
PD/programs/content to share with teachers or other school
leaders

1

1

Training

Facilitator attends training

1

2

Things that teachers consider when trying to decide whether
to attend PD

2

7

Factors for Participation
Choice

References to wanting to be able to choose their PD

12

19

Collaboration

Is colleague to colleague collaboration built in

10

14

Facilitator

Facilitator matters

9

13

Feeling Supported

Teachers feel supported to attend PD

6

8

Frequency

How many times it will be offered

1

1

In-Person vs. Online

Zoom, COVID-19 references, etc.

6

7

Interesting

PD that’s interesting

10

17

12

18

19

43

Mandatory Participation
Relevant

PD that’s helpful/relevant to my needs and curriculum

School Leaders
Suggested

PD that’s suggested to the teacher for participation—more
than just the forwarding of opportunities

2

2

Sequence

PD builds on itself

1

1

Specificity

Geared toward a particular group

4

4

Time

How long is the training

3

3

The opportunities that are offered to teachers to follow-up on
their PD experiences; check-ins after the PD

1

1

Doesn't Exist

There is no follow-up

6

7

Examples

Examples of Follow-Up to PD

5

7

How often the PD is happening; when the PD is happening

3

11

1st Year Teachers

PD frequency for 1st year teachers

2

2

Coaching

More day-to-day PD

1

6

Just in Time

References to PD that is delivered just when the teacher
needs it

3

5

Ongoing Work

PD in a specific program or content that requires ongoing
training

1

2

Summer Opportunities

What opportunities are available for teachers in the summer

13

16

Typical Year

What does a typical year look like

18

24

Follow-Up to PD

Frequency

Future Questions

Think about adding these to future interviews

2

2

Genesis

Where the PD comes from; who is promoting the PD;

1

5

Leader Desired

PD came about as the result of school leader needs

11

11

Need

PD came because there was a need for it

10

14
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PD Priorities

Who/what is naming the PD priorities for the teachers? What
PD is mandatory? To answer the question: Who sets the
priority for your PD

2

3

Individual Teachers

9

12

NYS

2

2

25

46

1

6

10

21

4

11

Who/what influences the PD that is offered; particular names
of people or organizations that interviewees mention as
looking to for PD opportunities

2

8

BOCES

BOCES PD Staff

2

3

Gurus

“Famous” educators

2

3

NYSED Employees

People from NYSED/associated with NYSED

1

2

Researchers

Formal researchers; NOT Gurus

1

1

Instructional Vision

Admin/Teachers talking about an instructional vision

2

2

Maximum Variability

In the debrief memos—not the norm

1

1

Not PD

Interviewees describing something as NOT being PD

1

1

Obstacles

Things that make PD more difficult/less effective From both
school leader and teacher perspective

3

6

Administrators

Admin as an obstacle to PD

1

1

Attendance

Who can attend / who is there

4

6

Availability

Availability of PD opportunities

2

2

Nothing New

All the PD is old…it’s been done before…recycling ideas

1

1

Relevance

Teachers’ belief in the relevance of the PD

4

4

COVID

COVID as a barrier

2

2

Money

Money as an obstacle

13

23

Motivation

Teachers not wanting to do PD

2

2

Problematic Teachers

Reference to teachers as a barrier to PD

4

4

School Leader
Interference

School leaders interfere with PD opportunities

2

2

Substitutes

Subs/sub plans

9

11

Summer School

Summer school as an obstacle to PD over summer

2

2

Support

Lack of Support as an obstacle

3

4

Time

Time as a barrier

10

13

School District or
Leaders
Purpose

The why behind PD; what is the PD supposed to achieve?

Meet the Teachers'
Needs
Student Learning
Influencers
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PD Content

What is being taught in PD

8

22

Bullshit

Bullshit PD

6

6

Buzzy PD

Mentions of buzzwords, hot takes, new PD, needing to do
what everyone is talking about.

5

9

ELA and Literacy

Content related to literacy

2

6

Mentoring

Mentoring as a type of PD

1

1

Physical Education

PD specific to PE

1

1

Research-Based Tools

PD in assessments and research-based interventions

1

1

Science

PD specific to science

3

5

SEL

social-Emotional Learning

0

0

Special Education

Issues related to SpEd

1

1

Teachers

PDing the teachers

1

3

Technology & PD

Discussions about technology in PD, specifically related to
technology vs. content in PD opportunities

17

24

PD Costs

Information related to who is paying for PD, payment for PD,
or other costs associated with PD

11

11

PD Definition

Interviewees definition of PD

22

31

PD Messaging

Answers the question: Is PD messaging consistent?

2

3

PD Practice

How PD is being taught; structure of the PD opportunities;
comments about preferences for PD form/structure

2

12

Book Study

Book studies—formal or informal—as a type of PD

2

5

Coaching

1-on-1 work with the PD provider

3

4

Collaboration

The PD includes opportunities to collaborate

11

13

Faculty Meeting

As a place for PD

1

1

Full Day

Full day PDs

6

7

Informal Learning

Learning from colleagues or others but informally

5

9

Intensive Institute

Multi-day event

3

3

Journals

Professional journals as a source of PD

1

1

National Conferences

References to National Conferences as PD

1

1

Observation

Observation as a type of PD

1

1

PD as Practice

Discussing PD as Teacher practice

2

3

PD vs. Initial Learning

How does PD advance what teachers learn in teacher ed
programs

1

1

PLCs

Professional learnijng communities

1

2

Series

PD planned as ongoing series

4

5

Summer PD

Discussion of pros/cons of Summer PD

4

5

Turnkey

Training for one that gets deployed to all

2

4
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Relevance

References to relevance

4

4

Research & Buzz

Combining research and gurus

1

1

Sharon

Need to talk with Sharon

1

1

Who Gets PD

References to who PD is for; who gets to access PD; who do
school leaders put the emphasis for PD on?

13

21

Everyone

Everyone gets the same PD

4

4

Failing Teachers

Teachers not performing well

2

4

New Teachers

1st year teachers

6

7

Veteran Teachers

Not new teachers; 2nd year and on

7

11
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